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Purpose
The purpose of this study was to examine and compare student de-
cision-making in selected Open and Traditional Primary Classrooms. The
perceptions of students' and teachers' regarding the decision-maker for
fifty selected classroom activities was examined and compared for each
of the Open and Traditional Classrooms.
Procedure
The sample for the study consisted of the classroom teacher and
fifteen pupils from each of five Open and five Traditional Classrooms
drawn from the Massachusetts area. Only students in grades one and two
were included in the study. One hundred fifty pupils, 75 from Open Class-
rooms and 75 from Traditional Classrooms and five Open Teachers' and five
Traditional Teachers' made up the sample. Selection of the classrooms was
determined by teacher scores on the Evans Teacher Questionnaire, an instru-
ment that differentiates between Open and Traditional Classrooms.
During
the spring of 1972 teachers and students were asked to
respond to the
U'ho Decides questionnaire which identified whether the
child, class, teacher
or someone else was responsible for making certain
classroom decisions.
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The data from the questionnaire was key punched on computer
cards for statistical analysis. A frequency count was made for the
number of responses each child made in the Child category. Significant
between student and teacher responses was determined by the
Kolmogorov-Smirnov statistical test, which computes the maximum differ-
ence between two relative cumulative frequencies.
Findings
1. Students and teachers from the Open Classrooms perceive
significantly more student-made decisions than do students
and teachers from the Traditional Classrooms.
2. Students do not perceive the same opportunities for de-
cision-making as those held by their teachers. Both
Open and Traditional Teachers perceive students as making
more decisions than do students view themselves as mak-
ing.
3 . Students and teachers from both the Open and Traditional
Classrooms perceive few class-made decisions.
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1CHAPTER I
INTRODUCTION
"Open Education," "Integrated Day," and "Leicestershire Plan,"
are several terms used to describe an educational approach which has
been widely developed in the primary schools of England and a movement
which is beginning to generate a great amount of interest among educ-
ators in the Uniteii States. The emphasis on Open Education in this
country is a result of educators and parents seeking alternative forms
of education which are more humane and less restrictive for students.
Authors such as Holt (1964), Kozol (1967), and Silberman (1970) have ex-
posed the boredom, futility, hypocrisy and hopelessness which exists in
many of our schools today. As a result, parents and others are request-
ing that children be treated with greater respect and be given reasonable
choice in those things affecting their education.
Open Education is characterized by a classroom environment in
which there is a minimum of teaching to the class as a whole. Provision
is made for children to pursue individual interests and to be actively
involved with materials and other children. It is an environment in
which children are trusted to direct many aspects of their own learning.
It is a form of organization which permits the child to exercise a
greater degree of choice about what he is going to do, when he is going
to do it, and with whom. The Open Teacher is a facilitator of
learning.
2one who fashions the school environment so that learning and progress
take place. Shared decision-making distinguishes the Open Classroom from
the "Free School" where fewer limitations are placed upon students.
In his book Crisis in the Classroom
. Silberman (1970) refers to
Open Education as ".
. .a set of shared attitudes and convictions about
the nature of childhood, learning and schooling (p. 272)." Open Education
is not a model but is a way of looking at children. It is difficult to
describe for as Walberg and Thomas (1971) find ".
. . Open Education is an
approach founded upon contingency and uniqueness; each student, teacher,
and event is sui generis (p. 7)."
Open Classrooms differ from those which follow a more conventional
philosophy in that greater emphasis is placed upon the individuality of
the students as learners and as people. Children are encouraged to be
active participants in their own learning, with freedom to explore their
own ideas. Open Teachers assume that children learn best in a humane
environment, one that promotes self-confidence and one in which children
arc trusted as responsible people. Children are encouraged to make
significant decisions and to rely on their own strengths to solve problems.
This should not imply a classroom of total permissiveness for children in
good Open Classrooms are not allowed to make decisions which they are in-
capable of making. Decision-making and freedom of choice in the Open Class-
room should not imply the choice between functioning or not functioning.
Open Classroom Teachers recognize that there can be no freedom without
limits and that freedom and structure are not incompatible.
' It is the
teachers role to define a structure within which choice can be exercised--
that is, the specific areas in which children are free to make choices.
In contrast, students in Traditional Classrooms are often given
less opportunity for making choices about the things that affect them and
their learning. Traditional Teachers tend to dictate a prescribed curri-
culum for all children which is reinforced by groups that are based upon
age, schedule, letter grades, textbooks, lesson plans, and standarized
tests
.
Open Classrooms seek to remove most of these characteristics by
substituting what Open Educators call "a responsive environment." This
responsive environment is characterized by manipulative materials, choice
for students, and flexibility in the use of time, space, materials and
school requirements. Implicit in Open Education is an environment of
active participating students and active participating adults.
Statement of the Problem
Lately much has been written about the assumptions and beliefs
of Open Educators regarding the nature of learning, childhood and school-
ing (Barth 1969, Rathbone 1970, and Bussis and Chittenden 1970). Walberg
and Thomas (1971) have conceptually verified a number of salient features
and characteristics of Open Education by advocates of Open Education.
Their findings tend to reinforce the viewpoint of the Open Student as a
significant decision-maker in fashioning the learning environment. To
date, most studies in this area describe the Open Classroom, its identi-
fiable characteristics, and the role of the student and the teacher. Yet
little is known regarding students' perceptions of the learning environ-
ment or the opportunities they perceive for decision-making.
Most studies concerned with educational decision-making have been
conducted at the secondary and college level. Few studies assess young
4children's perceptions regarding decision-making (Wolfson and Nash 1965,
1968)
. Literature in the areas of student decision-making suggests that
there is disparity in the perceptions held by teachers and those held by
students (Ford 1971 and Denning 1970).
This researcher was interested in knowing if students in Open
Classrooms perceive themselves as significant decision makers. Countless
decisions are made every day in the classroom whether they be Open or
Traditional yet little is known of how students perceive the opportunities
for decisions. Perceptual psychologists find that there is a direct
relationship between perception and behavior (Combs and Snygg 1959 and
1962 Yearbook of the Association for Supervision and Curriculum Develop-
ment) . If that be the case, then a child's perception of the oppor-
tunities for decision-making in the classroom, influences his choices and
actions. Knowledge of a child's perceptions of decision-making roles in
the classroom can help educators gain greater insight into children's
behavior in school.
^
,
How do students in Open Classrooms perceive the opportunity for
decisions? How docs this compare with students in Traditional Classrooms
where they are given less opportunity for making decisions? How do the
perceptions of students and teachers compare in both Open and Traditional
Classrooms? The answer to these questions was the intent of' this study.
Purpose of the Study
The purpose of this study was to examine and compare student de-
cision-making in selected Open and Traditional Primary Classrooms. A
questionnaire was selected to assess children's and teachers' perceptions
of decision-making roles for fifty selected classroom activities.
The
5study sought to examine and compare the amount of student decision-making
as perceived by the students and the teachers for each of the selected
Open and Traditional Classrooms. The study also examined congruence be-
tween students' and teachers' perceptions of decision-making roles at the
time of testing. Congruence between students' and teachers' perceptions
in the Open Classrooms was compared with congruence between students' and
teachers' perceptions in the Traditional Classrooms.
The following hypotheses were used to guide the collection and
analysis of the data from the questionnaire:
H:1 There will be no difference in the number of decisions
which students perceive they make in Open and Tra-
ditional classrooms.
H:2 For each question, there will be no difference in the
responses between the teachers and the students in
the Open Classrooms.
H:3 For each question, there will be no difference in the
responses between the teachers and the students in
the Traditional Classrooms.
H:4 For each question, there will be no difference in the
responses between the teachers in the Open Classrooms
and the teachers in the Traditional Classrooms.
H:5 For each question, there will be no difference in the
responses between the students in the Open Classrooms
and the students in the Traditional Classrooms.
Significance of the Study
Teacher-pupil planning and student decision-making in educational
literature is viewed as a democratic method of classroom operation. Sup-
porters of this method of classroom operation believe that citizens who
are expected to participate in a democratic society must actively experi-
ence the processes of group planning and decision-making. Advocates
of
this method also feel that schools have the responsibility for
teaching
6decision-making skills as well as providing an atmosphere of freedom in
which students can plan and make choices (Benne, 1952; Scobey, 1963;
Bradford, 1963; Plowden, 1967; Gardner and Cass, 1965).
Since the Open Classroom places great emphasis upon student de-
cision-making and teacher pupil planning it would be significant to know
if students view themselves as actively involved in the decision-making
process. If so, how does that compare with students in Traditional Class-
rooms where less emphasis is placed upon this process?
For those teachers involved in this research project, any variance
in students' and teachers' perceptions should aide the teacher in evalu-
ating his or her classroom environment. Feedback should aid the teacher
in clarifying where discrepancies may exist.
Definition of Terms
1) Perception , for the purposes of this study, is defined as
the child's or teacher's interpretation of decision-making
roles in given classroom situations.
2) Decision Maker refers to the person or persons who fulfill
the decision-making role for each item on the Who Decides
instrument
.
3) Decision-making roles refers to the person or persons re-
sponsible for deciding the specific procedures, as listed
on tl\e instrument, V/ho Decides (Child, Class, Teacher,
Other)
.
4) Selected classroom procedures are those items listed
on
the instrument. Who Decides.
75) Open Classroom. Integrated Day. Leicestershire Plan are
all different terms used to describe the same approach
in education. For the purposes of this study, the term
Open Classroom will be used. Those classrooms which were
selected for the sample and referred to as Open Classrooms
are defined as classrooms scoring 160 or higher on the
Evans Teacher Questionnaire (Appendix A)
.
6) Traditional Classroom
,
for the purposes of this study re-
fers to those classrooms which scored 125 or below on the
Evans instrument (Appendix A)
.
Assumptions
The following assumptions regarding student perceptions are taken
from the Wolfson and Nash (1965, 1968) studies:
1) A child's perception of himself and the opportunities
he perceives for decision-making in the classroom will
influence the choices and action he takes.
2) Perceptions obtained in response to written episodes of
classroom situations are a useful indication of per-
ceptions of actual classroom situations.
3) The results obtained from this study will be interpreted
in relation to the specific population investigated.
Scope and Organization of the Study
The classroom teacher and a random sample of fifteen pupils from
each of five Open and five Traditional Primary Classrooms served as the
subjects for this study. Selection of Open and Traditional Classrooms
8was determined by teacher scores on the Evans Teacher Questionnaire
(Appendix A)
. Students and their teachers were asked to respond to a
questionnaire to determine their perception as to the decision-maker
for each of the items on the Who Decides instrument. Student responses
were recorded by trained testers. Only students ranging in ages five
through seven or the equivalent of kindergarten through second grade
were selected to participate in the study. This study is limited to
those classrooms tested.
In planning the design for this research, the investigator has
endeavored to review the literature related to Open Education as it
facilitates decision-making and teacher-pupil planning as a democratic
method of classroom operation. Chapter II describes a summary of the
research findings reported in the literature. Chapter III indicates
methodologies employed by the investigator to collect and analyze the
data. Chapter IV reports results of this research, and Chapter V states
the researcher's summary and conclusions.
9CHAPTER II
REVIEW OF THE LITERATURE
The literature reviewed is divided into two sections. The
first describes the Open Classroom, its identifiable characteristics,
and the role of the Open Teacher. The second section examines teacher-
pupil planning as a democratic method of classroom operation.
Open Education
Recently much has been written about Open Education. Defi-
nitions of this approach have varied widely. Part of the problem stems
from the fact that a number of different terms have been used to desig-
nate or describe the Open Approach. The British refer to their Open
Schools as "modern,” "progressive," "child-centered," or "integrated."
In the United States, the terms "open corridor," "open," "open edu-
cation" or "informal education," are frequently used. These terms tend
to connote a series of open classes located along a common corridor or
a building suggesting large, undivided spaces which may or may not have
visual barriers or removable partitions. In such schools the Open Ap-
proach is usually not practiced, nor is an open-plan school required for
Open Education. Stephens (1974) describes Open Education as follows:
Open Education is an approach to education that is open to
change, to new ideas, to curriculum, to scheduling, to use
of space, to honest expressions of feeling between teacher
10
and pupil and between pupil and pupil, and open to children’sparticipation in significant decision-making in the classroom.
Cp. 27)
Yeomans (1969a) describes the Open (Integrated Day) Classroom
as follows:
Integrated Day" refers to a controlled but responsive envi-
ronment which may include the whole school, as well as the
homeroom, the grounds beyond the building, and the community
beyond that. The environment contains materials, books, or
people which induce learning experiences among children. It
is the teacher's job, as a person who can exert selections
and control of the environment, to see that these experiences
are educational. (p. 5)
Proponents of Open Education are adamant in insisting that the
Open Approach is not an educational model, for it does not propose a
set of instructional objectives or procedures which are the character-
istic earmarks of a "model" in educational research. Armington (1968)
refers to Open Education as--a plan for continuing growth--that is a
plan for working with teachers and children. Walberg and Thomas (1972)
describe the approach as founded on "contingency and uniqueness" which
makes Open Education difficult to describe. Regardless of the termin-
ology or the difficulty in categorizing the Open Teacher, proponents of
Open Education view the classroom as an environment responsive to the
needs of children. They recognize that there are certain beliefs upon
which Open Education is based and that there are certain common charac-
teristics of the classrooms in which it is practiced. Classes organized
in accordance with these tenets are said to be Open Classrooms.
In this chapter the philosophy of Open Education as it pertains
specifically to children and childhood, nature of education, child de-
velopment and learning, and the organization of classrooms is discussed
as well as the role of the Open Teacher and responsibility and decisions
in the Open Classroom.
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Children and Childhood
Nyquist (1972) and Flurry (1971) state that Open Education is
based on the concept of childhood as something to be cherished and that
it is not mere preparation for later schooling or life but a vital part
of life itself to be lived richly and fully each day. They insist that
approaching childhood as merely a getting-ready-for-life time tends to
minimize childhood. They find that educators tend to rush learning so
that children can get on with the business of "living".
Open Educators' value as assets to learning such childhood attri-
butes as physical and mental energy, egocentricity, individuality, emo-
tional volatility, and eagerness to learn. Stephens (1974) suggests that
the best preparation for adulthood ".
. . is a satisfying childhood in
which the child learns to function independently, to define and solve his
own problems, and to acquire confidence in his own abilities (p. 14)."
A major belief of Open Educators, is that children are worthy of
respect and trust. They trust children to assume productive roles in
their education, to act independently and to assume responsibility for
their own behavior. The opposite of this approach is that children are
viewed as incapable of exercising responsibility or for making signifi-
cant decisions.
The Nature of Education
Open Education recognizes that learning is individual in rate and
style. Subject matter and skills are presented through an integrated ap-
proach. Departmentalization and complex-scheduling are not characteristic
of the Open Classroom.
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In education there appears to be a dichotomy between content and
process
. Conventional or Traditional Schools tend to concentrate on con-
tent whereas Open Schools place greater emphasis on the process.
In a content approach, great emphasis is placed upon subject
matter. Textbooks and curriculum guides dictate what is taught or to be
covered at each grade level. The focus of this approach is on the ac-
quisition of facts for it is believed that there is an established body
of knowledge which each child is expected to know. Minuchin et al. (1969)
states that in the traditional classroom ”... intellectual growth is de-
fined in terms of mastery of subject matter and it is assumed that a rela-
tively direct training is the pathway to such mastery (p. 7).”
The process approach demphasizes that specific materials be learned
in favor of teaching children how to learn. Nyquist (1972) suggests that
children want to learn and will learn if the emphasis is on learning and
not on teaching. The Open Classroom seeks to aid children in directing
their own learning, encourages them to pose their own problems and to solve
them by various methods. The Plowden Report (1967) indicates that child-
ren be given numerous opportunities for formulating and testing hypotheses,
accumulating and analyzing data and for drawing inferences and conclusions.
Stephens (1974) finds that one of the most important aspects of the pro-
cess approach is that it trains children in when and how to use their know-
ledge. "The child,” says Stephens, "is encouraged to identify the style
or process of learning that is most effective for and will best enable
him to pursue independent studies (p. 15).”
emphasis on the whole child is implicit throughout the literature
on Open Education. Williams (1969) views the wholeness of the child
as
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threefold: (1) it recognizes the wholeness of the child, (2) it re-
cognizes the wholeness of the learning process, and (3) it recognizes
the wholeness of time which the child requires to learn. Open Educators
tend to view the whole child as their province. They insist that all
facets of the child--intellectual
,
social, emotional, and physical are
all interrelated. Students' feelings, interests, and needs are given
priority over lesson plans, organizational patterns, rigid time sched-
ules, and no-option structures. ^
Creating an atmosphere of mutual respect is also a prime concern
of Open Educators. Children are encouraged to listen to one another, re-
spect differences among themselves, and learn to share with one another--
to share thoughts as well as materials. In contrast to classrooms where
teachers and children are closed off by anxiety, threat, custom or role,
Barth and Rathbone (1969) view the teacher and the child as openly sensi
tive to and supportive of each other.
The classroom is a place where feelings are exposed, acknow-
ledged and respected. Teachers are seen as open to the possi-
bilities inherent in children and children in return are open
to the possibilities inherent in other children, in materials,
and in themselves, (p. 1)
The following, are comments which support the view that Open Edu
cators seek to establish a classroom of mutual respect:
When visiting the classrooms of good teachers one is always
struck by their tendency to stand back and let the children's
work be seen. The visitor will be told of the ideas suggested
by the children, and success achieved by one or another child
will be pointed out. Nothing will be said of their own share
in bringing about a situation in which the child's ideas were
accepted and used and their achievements encouraged and helped.
(Gardner and Cass, 1965, p. 21)
There is room (both inside and outside of school) for emotional
life, for fantasy, for speculation, and for art, as well as for
intellectual discipline. (Yeomans, 1969b, p. 26)
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Ideally, the Open Education classroom is a place of trust
and openness, where interpersonal defensiveness has nearly
disappeared, where expression of feeling is encouraged by
others and accepted by the group. Feelings are aired freely
and inhibitions are loosened, and people become more and
more receptive to honest observations of themselves, their
own motives and the behaviors and motives of others. As
communication about these things increases, so does mutual
respect, and, with both, a greater capacity for toleration
of differences. The result is an increase in an individual's
freedom to change, if and when he finds change desirable.
(Belanger et al
. ,
quoted in Rathbone, 1970, p. 87)
Children are astute and they sense quickly whether the
teacher is really interested or just putting on an act to
try to encourage them. Respect, trust, confidence, affec-
tion and lack of fear are some of the ingredients which
go to make up the relationship. (Brown and Precious, 1969,
p. 28)
It was very obvious, for example, how necessaiy it was to
be able to give and receive affection, to share and co-
operate in the children's interests, pleasures, Joys and
sorrows .... (Gardner and Cass, 1965, p. 166)
In a review of studies on self-worth, Pui-key (1970) found- tliat
there is a positive correlation between a child's self-concept and his
achievement in school. He concluded that "... there is a persistent
and significant relationship between the self-concept and academic
achievement at each grade level, and that change in one seems to be
associated with change in the other (p. 27)." Literature in tliis area
suggest that Open Teachers strive to create an environment in which the
child can experience success, and in which each child and his ideas and
feelings are valued. (The teacher) states Stephens, "... builds an
atmosphere of acceptance, marked by personal regard for the child, in
which the child is free to be honest and open in his relatiqnships
,
without fear of ridicule or destructive criticism (p. 16)."
15
Child Development
The attitudes and convictions of Open Educators have grown out of
the pragmatic responses of teachers and have strong theoretical support in
the writings and work of Rousseau, Friedrick Froebel, Maria Montessori,
John Dewey, Susan Isaacs, Jerome Bruner and, probably most importantly,
that of Jean Piaget.
Piaget (Ginsburg and Opper, 1969) found that children develop their
thinking processes in recognizable stages, the sequence of which is always
the same. The stages of intellectual growth, he found, correspond only
roughly with a child’s age. Learning takes place over various periods of
time, depending on the child, and is achieved through repeated encounters
with concrete experiences and by exchanging different points of view with
other children. Children use both reason and experience to form their
ideas of the world and constantly test these ideas with concrete experi-
ments. Memory, according to Piaget, is part of learning, but self-moti-
vated discovery is real learning. "The essence of Piaget's theory," says
Hertzberg and Stone (1971), "is that a child comes to a real understand-
ing of the world prim.arily through his o\m efforts (p. ^i)."
Piaget's work has several implications for Open Educators, two of
which are mentioned here. First, his belief tliat the stages of intel-
lectual growth correspond only roughly with a child's chronological age,
influences the way teachers plan their curriculum. Because of this under-
standing, Open Teachers find it unproductive to teach the same concept in
the same manner to the entire class. They prefer to work with individuals
or with small groups. Secondly, and probably most significant to Open
Educators, is Piaget's insistence on the ineffectiveness of lecturing to
16
young children. Instead, he emphasizes the need for concrete experi-
ences, for opportunities for children to explore their environment and
to interact v/ith other students and adults, as well as with materials.
Piaget's contribution to education is not in developing new educ-
ational ideas, but in providing a vast body of data and theory which pro-
vide a sound basis for what lie calls a "progressive" approach to the
schools. His goals for progressive education and Open Education are pro-
bably best stated in his closing remarks at the Cognitive Research and
Curriculum Development Conference held in New York in March of 1964:
The principal goal of education is to create men who are cap-
able of doing new things, not simply of repeating what other
generations have done--men who are creative, inventive, and
discoverers. I'he second goal of education is to form minds
which can be critical, can verify, and not accept everything
they are offered. The greater danger today is of slogans,
collective opinions, ready-made trends of thought. We have
to distinguish between what is proven and what is not. So
v/e need pupils who are active, who learn early to find out
by themselves, partly through materials we set up for them;
who learn early to tell what is verifiable and what is simply
the first idea to come to them. (Ginsburg and Opper, 1969,
pp. 251-232)
The child-centered curriculum of Open Educators' is reminiscent of
Dewey's progressive philosophy. Dev/ey (1969) theorized that children learn
best when they are actively involved. His phrase "learning by doing" im-
plies that each child is the prime agent of his own education and that what
a child learns is closely related to his own activities and his own pur-
poses. Dewey advocated increased extracurricular activities, ability group-
ing and study by "projects" rather than adherence to the textbook. He
found that the schools of his day were too discipline-conscious which pre-
vented students from disclosing their real natures and tended to place
"seeming before being." Preserving the outward appearance of attention,
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decorum and obedience is a premium for many schools today.
Froebel's (Hertzberg and Stone, 1971) work with young children led
to the development of kindergarten settings with family-like environments
and inter-age groupings. The research of Susan Isaacs (Ibid) pointed up
the importance of play activities as the primary way in which nursery
school children learn about their world.
Maria Montessori (1964), a noted preschool innovator, devised a
system of education which is based on the concept that children learn
best when they explore materials through their senses. Her thinking and
materials have greatly influenced the equipment that Open Educators use.
She expounded the belief that a child's work is play; through play he
learns about the world. This viewpoint of "work" and "play" is advocated
by numerous Open Educators:
Play is the principal means of learning in early childhood.
It is the way through which children reconcile their inner
lives with external reality. (Plowden Report, 1967, p. 193)
No distinction is made in any area between what is "work"
and what is "play"; it is all there is to be done. It (work)
is play with purpose. (Yeomans, 1969b, p. 16)
The block corner too could be relaxing or intellectually and
socially challenging. The mathematical experiences, for ex-
ample, are many; fractional relationships among blocks, sort-
ing blocks by size and shape, spatial relationsl\ips , counting
blocks needed, etc. Paint, clay, scraps--work with these
materials could be as intellectually-involving and stretching
as work with reading, writing, or math; and sometimes directly
related to work in the skill areas; shape, size, spatial rel-
ationships, signs to describe a painting or to add to a
structure. (Sargent, 1970, p. 40)
In playing with materials children begin also to discover the
possibilities and limitations of their own powers. (Blackie,
1969, p. 30)
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Assumptions About Children and Learning
Irobably one of the most distinguishing assumptions of the Open
Education approach is that children constitute the basic resources of
the educational process and that the child is a significant decision-
maker in determining the direction, scope, and pace of his education
(Featherstone, 1967; Hawkins, 1967; Blackie, 1967; Silberman, 1970;
Plowden, 1967; and Bussis and Chittenden, 1970).
An examination into some of the philosophical beliefs of Open
Educators provides a better understanding of the teacher's role and
gives insight as to how the Open Teacher's behavior permits and en-
courages children's resourcefulness and individuality. In qualifying
papers for the Harvard Graduate School, Barth and Rathbone attempted
to organize a number of covert assumptions about children's learning
and the nature of knowledge which underlie the practices and state-
ments of Open Educators.
In an analysis of the salient features of Open Education, Barth
(1972) has identified the following assumptions as characteristic of
Open Education:
1) Children are innately curious and will explore with-
out adult intervention.
2) Exploratory behavior is self-perpetuating.
3) The child will display natural exploratory behavior
if he is not threatened.
4) Confidence in seif is closely related to capacity for
learning and for making important choices affecting
one's learning.
5) Active exploration in a rich environment, offering a
wide array of manipulative materials, facilitates
children's learning.
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6) Play is not distinguished from work as the predominant
mode of learning in early childhood.
7) Children have both the competence and the right to make
significant decisions concerning their own learning.
8) Children will be likely to learn if they are given con-
siderable choice in the selection of the raaterials they
wish to work with and in the choice of questions they
wish to pursue with respect to those materials.
9) Given the opportunity, children will choose to engage in
activities which will be of high interest to them.
10) If a child is fully involved in and having fun with an
activity, learning is taking place.
11) VVhen two or more children are interested in exploring
the same problem or the same materials, they will often
choose to collaborate in some way.
12) IVhen a child learns something which is important to
him, he will wish to share it with others.
13) Concept formation proceeds very slowly.
14) Children learn and develop intellectually at their own
rate, and in their own style.
15) Children pass through similar stages of intellectual
development--each in his own way, and at his own rate
and in his own time.
16) Intellectual growth and development takes place through
a sequence of concrete experiences followed by abstract-
ions.
17) Verbal abstractions should follow direct experience with
objects and ideas, not precede them or substitute for
them.
18) The preferred source of verification for a child's
solution to a problem comes through the materials he
is working with.
19) Errors are necessarily a part of learning; they are to
be expected and even desired, for they contain infor-
mation essential for further learning.
20) Those qualities of a person's learning which can be
carefully measured are not necessarily the most im-
portant.
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21) Objective measures of performance may have a negative
effect on learning.
22) Evidence of learning is best assessed intuitively, by
direct observation. ’
23) The best way of evaluating the effect of the school ex-
perience on the child is to observe him over a long
period of time.
24) The best measure of a child's work is his work.
25) The quality of being is more important than the qua-
lity of knowing; knowledge is a means of education,
not its end. The final test of an education is what
a man is, not what he knows.
26) Knowledge is a function of one's personal integration
of experience and therefore does not fall neatly into
separate categories or "disciplines."
27) The structure of knowledge is personal and idio-
syncratic, and a function of the synthesis of each '
individual's experience with the world.
28) There is no minimum body of knowledge which is
essential for everyone to know.
29) It is possible, even likely, that an individual may
learn and possess knowledge of a phenomenon and yet
be unable to display it publicly. Knowledge resides
with the knower, not its public expression.
In his exainination of the independence or decision-making granted
the learner, Rathbone (1970) examines the v^hat , when and how a child learns.
He assumes tlie child is capable of:
selecting which of several available direct experiences
he will attend to and work with (not all of these de-
cisions are conscious)
selecting which goals to pursue during his interaction
determining when it is time to shift from a single goal
or from an entire activity - to another
generating any number of possible interacting behaviors
choosing which method to use and when; deciding in what
manner to employ each method
21
evaluating how successful he has progressed; establishing
his own criteria for evaluation
In her examination of Open Educators beliefs about learning,
Stephens (1974) identifies eight major areas which are all interrelated.
They are as follows:
1) Learning begins at birth.
2) Learning is continuous.
3) Learning is personal.
4) Learning is purposive.
5) Learning is self-motivated.
6) Learning requires that material be appropriate to
the child's level of development.
7) Learning requires that the child be the director,
not the receiver.
8) Learning requires the active participation of the
child.
In a review of Open Education literature Walberg and Thomas (1971)
analyzed Open Education concepts into their component parts and verified
their analysis with prominent Open Educators. As a result of their work,
they identified eight major areas: (1) provisioning, (2) diagnosis, (3)
instruction, (4) evaluation, (5) humaneness, (6) seeking, (7) self-
perception and (8) assumptions. A total of 106 concepts are identified
within the eight areas.
Characteristics of Open Classrooms
Open Educators are insistent that there is no single blue-print
for an Open Classroom. Instead they strive to organize classes consistent
with their beliefs regarding the nature of children and learning. As a
result, there are certain common characteristics of Open Classrooms for
22
which most Open Educators are in agreement: Armington (1968) finds that
Open Classrooms responsive to the needs and interests of children will
develop their own unique "personalities". He finds that "... although
it is difficult to know what a child is learning at any moment, one can
describe some of the characteristics of a classroom for young children in
which good learning is likely to occur (Armington, quoted in Nyquist,
p. 69). ' The following is a partial list of characteristics of Open Class
rooms as identified by Armington:
1) There is a rich environment of materials for children
to explore, and there are abundant opportunities for
learning through experience.
2) Children's responses to the environment provide many of
the starting points for learning. Activities most often
arise from the needs and interests of the group rather
than from a prescribed curriculum. When commerical
materials and programs are used, they must be made avail-
able in ways that protect the children's responsibility
for their own learning.
3) With guidance from the teacher the children plan their
own activities drawing from a range of relevant choices.
4) Each child is free to explore an interest deeply and is
also free to disengage when an activity no longer seems
appropriate.
5) Typically, there is a variety of activities going on
simultaneously, each child working in ways best suited
to his interests, talents, and style.
6) There are few obvious barriers between subjects, and
much of the children's work is, in fact, interdisciplinary.
7) There is minimum dictation by the clock. A flexible
schedule permits children to learn according to their
individual rhythms of engagement and disengagement.
8) The children talk with each other about their work and
often work together. Their learning is frequently a
cooperative enterprise marked by dialogue.
9) All forms of expressive representation- -in the arts and
in movement as well as in language- -are considered valid .
and important.
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10) Groupings are not based on fixed criteria such as IQ or
reading level, but are kept flexible, shifting with the
changing needs and interests of the children.
11) The teacher serves in a supportive rather than a didactic
role, guiding the children, provisioning and structuring
the environment. She is both a sensitive observer of and
an active participant in the life of the classroom.
The following are characteristics of Open Classrooms as identified
by Stephens (1974) . She found that every Open Classroom reflects the fol-
lowing characteristics in varying degrees:
1) A minimum of lessons for the whole class; most instruction
geared to small groups or individuals.
2) A variety of activities progressing simultaneously.
3) Flexible scheduling, so that children can engage in
different activities for varying periods of time.
4) An environment rich in materials, both commercial and
homemade
.
5) Freedom for children to move about, converse, work to-
gether, and seek help from one another.
6) Opportunities for children to make decisions about their
work and to develop responsibility for setting and m.eet-
ing their educational goals.
7) Lack of rigid, prescribed curriculum and provision for
children to investigate matters of concern to them.
8) Some integration of the curriculum, eliminating isolated
teaching of each subject.
9) Emphasis on experimentation and involvement with materials.
10) Flexible learning groups formed around interests, as well
as academic needs, and organized by both pupils and teachers.
11) An atmosphere of trust, acceptance of children, and respect
for their diversity.
12) Attention to individual intellectual, emotional, physical,
and social needs.
13) Creative activities valued as part of the curriculum.
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14) A minimum of grading and marking.
15) Honest and open relationships between teacher and pupil
and between pupil and pupil; teacher avoidance of ex-ploiting authority.
Flurry (1971) finds the only characteristic of Open Education that
is constant is its flexibility.
In siumnary Open Classrooms are characterized by an environment in
which there is a minimum of teaching to the class as a whole; provision
is made for children to pursue individual interests and to be actively in-
volved with mcaterials; they are places in which children are trusted to
direct many aspects of their own learning.
The Open Classroom Teache
r
The role of the Open Teacher differs from other education ap-
proaches in that both the child and teacher occupy central positions in
the classroom and in the child's instruction. Walberg and Thomas (1971)
describe both parties as jointly assiuning the decision-making function in
the classroom ajid in complementary roles together fashion the child's
school experience which is tailored to both the child's choice of imanediate
goals and the teacher's long term goals for the child.
Bussis and Chittenden (1970) add clarity toward conceptualizing
the learning environment and the I'ole of the Open Teacher by making a
distinction between those educational theories which assume the presence
of a child during instruction and the Open Approach which requires the
presence of a child to define instruction. "Teaching," they state,
"begins \;ith the assumption that the children coming into a classroom
come with capabilities and experionces--shared and unique--iind it is the
teacher's job to see that those resources give a direction and meaning to
learning (p. 15)."
25
The Teacher as a Person Open Educators value the teacher as a
human being with both weaknesses and strengths (Barth, 1972; Brown and
Precious, 1969; and Gardner and Cass, 1965). Open Teachers are encouraged
to be themselves--to be honest, angry, loving, upset, tired, or happy.
"One does not play the role of teacher at the expense of being oneself,"
says Barth, "one ^oneself and thereby a teacher (Barth, 1972, p. 65)."
Barth (Ibid) finds that teachers in the traditional classroom often play
the role of the all-too-human teacher who suppresses feelings, harbors
resentment and hostility behind a facade of rational and loving calm.
Open Educators believe that from the teacher's honest expression
of feelings and emotions, children learn to respect, and handle the wide
range of behavior which they find in others and thereby learn to acknow-
ledge and accept it in themselves. "In order to learn," says Barth,
"children must receive frequent and accurate responses from the personal
as well as from the physical world, and they (children) must be provided
with the interpersonal consequences of their actions as well as the phy-
sical consequences (Ibid)."
The Teacher as Facilitator of Learning A strong belief of Open
Educators is that there is no set body of knowledge which must be trans-
mitted to all (Walberg and Thomas, 1971). Instead, Open Educators believe
that knowledge is idiosyncratic and can never by "known" by another in
exactly the same way. IVhat one comes to knew is a unique consequence of
his exoloration of the real world. The Open Teacher stresses the how
one comes to know and that one can come to know, rather than on what is
to be known and holding one responsible for knowing it.
Rather than view the teacher as an imparter or transmitter of
knowledge. Open Educators view the teacher as a facilitator of learning.
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They believe that the role of the teacher is to maximize the likelihood
that each child will be fully engaged in an activity for as long as pos-
sible so as to encourage the active exploration of the world by the child.
Resnick (1971) describes the teachers role as one of strategic intervention.
That is, one whose interactions with children is dominated by questions of
a substantive nature.
In his examination of the teacher as a facilitator of learning,
Barth (1972) makes a distinction between seven interrelated activities of
the teacher. The facilitator of learning: (1) respects children as indi-
viduals; Open Teacliers stress the quality of the relationship between adult
and child and among children rather than frequency or the quanity. They
believe that a higlily individual contract between individuals is more im-
portant for learning than continual group exposure, (2) manages the envi-
ronment; in the traditional classroom the child learns at his desk. In
the Open classroom ”... the locus of learning is where something of
particular interest to the child happens to be (Barth, p. 75).” The Open
teacher accepts and respects what each child chooses to do and where he
chooses to do it, (3) provides materials; it is through the selection of
materials that the teacher influences the direction of the child's ex-
ploration, and therefore his learning. Since the teacher cannot directly
provide a child the exploratory experiences which lead to learning, he
can provide materials which will engage the child's innate curiosity and
involve liim in the learning process, (4) consolidates children's experi-
ence through language; the effect of the teacher's consolidating children's
experience with appropriate language is to help relate the thinking of
the child to the thinking of the adult. Barth (1972) finds that ”. . .it
is not whether the child recognizes, understands, or uses the right word
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for his experiences, but whether he has developed a working concept of his
own (p. 86),- (5) provides direct instruction; conditions which require
direct, didactic instruction are those in which there is likelihood that
the child's failure will curtail exploration and those in which there is
a danger to self, others, or equipment, (6) encourages children's activity;
the Open Teacher recognizes that if a child's choice is to be genuine, the
teacher must accept it and the condition that what is important to the child
is important and that each child is the best judge of what interests him,
and (7) encourages children's independence; Open Educators believe that
the capacity of the individual to cope with the new is more important than
an individuals ability to know and to display the old. They encourage the
child's independence by helping him to analyze his own experiences and to
modify them on the basis of previous consequences. Helping the child be-
come autonomous and self- actualizing is a prime goal of Open Education.
The Teaclier as Manager of Children One may get the idea that the
teacher in the Open Classroom plays a passive role but as Rogers (1970)
states
:
Helping children to accept and exercise responsibility for
their learning does not mean that teachers abdicate their
responsibilities. Like adults, children can be responsible
only for what is within their capacity and control, and
teachers must retain responsibility for determining the
areas within which children's decisions are desirable and
effective. (p. 32)
Paramount to Open Education appears to be the question of agency--
that is who or what will direct the child's explorations and play? What
will be the origin of the problems and materials with which the child is
engaged? The answer to these questions lies in the control the Open
Teacher has over the direction and exploration of a child's learning by
the materials he or she selects. "If ideas and concepts emerge out of
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activities with materials, then control of materials," states Barth,
’’implies control of experience, which in turn implies control of ideas
and concepts (Barth, 1972, p. 27)."
This control or fashioning of the learning environment plays an
important role in the Open Classroom. As a result. Open Teachers favor
materials which are likely to sustain interest, exploration and learning
(Barth, 1972; Plowden, 1967; Bussis and Chittenden, 1970).
Open Educators feel that it is legitimate and necessary for Open
Teachers to be an authority for children. Tl\is authority says Barth (1972)
is • • • ^ source of accumulated experience, knowledge, insight, mat-
urity, leadership, arbitration, strength, judgemnt, and stability (pp. 97-
98)." Ihe relationship of the child and the teacher is not one of equals
but one in which the teacher holds the unique place in constructing and
maintaining the learning environment.
Dimensions in Viewing the Classroom
To help conceptualize tl\e role of the student and the teacher in
the Open Classroom Bussis and Chittenden (1970) propose viewing child-
centeredness and adult-centeredness as independent dimensions in the class-
room rather than as opposite ends of a single continuum (Figure 1). Thus,
an Open Classroom differs from a teacl\er-centercd (lower right-hand qua-
drant)
,
child-centered (upper left-hand quadrant)
,
and materials-centered
(lower left-hand quadrant) approach in that it combines all three. The
upper riglit-hand quadrant represents both the teacher and the child who
together determine the scope, pace and direction of the child’s learning
environment
.
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Rcsponsl) i 1 ity^ in the Open Classroom
In the Traditional Classroom, the teacher is viewed as having
sole responsibility for the class and for all decisions relating to its
functioning. In this context, the responsible child is one who complies
with the rules and does the teacher's assignments promptly, fully, and
without talking to his classmates. He leaves his scat only with per-
mission and speaks only when called upon. Children in tlic Traditional
Classroom become preoccupied with doing things "the right way" (Minuchin,
et al., 1969).
In contrast. Open bducators view the child's responsibility quite
differently. The responsible clvild is one who is capable of exercising
Lreedom of choice, of making decisions about liis work, and of accepting
an active role in his own learning. The responsible child in the Open
Classroom is free to organize his day in scliool, to choose many of lus
activities, to explore his own interests, and to make other decisions
relating to his learning.
De c isions in the Open Classroom
The Open Classroom I'eachor must decide how and in what areas
chihlren are to sliare in the decision-making process. Stephens (1974)
delineates the kinds of decisions that have to be made in Open (Uass-
rooms. She finds that tliey fall into two basic categories; those re-
lating to class routines and those relating to initiation and execution
of the work of the class.
Decisions About Routine In the Traditional ('lassroom, there are
numerous rules and regulations. Tliere are procedures for entering and
leaving the room; seating arrangements; conditions under which a child
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may leave his seat, speak to his neighbor, sharpen his pencil, go to the
lavatory, start to work, etc. Because teaching in the Traditional Class-
room IS directed to the class as a whole, a child must raise his hand to
be recognized and may not speak out of turn. Class routine is usually
imposed by the teacher or someone else of autliority such as the princi-
pal. Children are rarely involved in decisions regarding classroom
routine. Stephens (1974) finds that children in the Traditional Class-
room perceive what is expected of them in school and when called upon
to formulate rules, tend to parrot uncritically the Traditional regulat-
ions .
The Open Classroom eliminates the need for many rules for there
is little uniformity. "Children," says Nyquist (1972), "are free to move
about freely, talk with each other, make choices, work alone or in small
groups, and persue materials relevant to them (p. 84)." This is not to
suggest that the Open Classroom does not have its rules, but they are
kept to a minimum and reflect student participation. Rules grow out of
the most effective use and maintenance of the environment. Blitz (1973)
suggests that children take great pride in their class for they share in
the decisions that affect them and their classroom.
Decisions About Work Stephens (1974) finds that the most signi-
ficant area of children's responsibility is that involving decisions about
the work of the class. She identifies seven key decisions about the initi-
ation and execution of work that must be made by a class;
Initiation of the subject . V/hich subject is to be studied:
reading, mathematics, science.
2) Designation of the specific task, iv'hat specific work
is to be accomplished in the chosen subject: the parti-
cular story to be read, the workbook page to be completed,
the experiment to be performed, and so on.
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3) Scheduling of the period
. When the work is to be ac-
complished: the day or the time of day.
task. How long the pupil must devote him-
self to the task and the points at which he must continue
or abandon it.
5) Determination of procedures and materials to be used
.
How the task is to be accomplished.
""
’
6) Choice of participants
. With whom the pupil sits, works,
or shares materials in executing a particular task.
7) Evaluation of work
. IVho evaluates the work.
Stephens (1974) finds that the teacher, the pupil, or both decide
on possible ways to reach each of these key decisions and the end result
is usually determined by the nature of the task. An example of this joint
decision-making is a classroom where the teacher may decide that reading
must be included during the day, but pupils may decide wliich book to read,
when and for how long to read it, and whether or not to read it together.
The advantage of viewing the work of the class in terms of Stephens key
decisions, is that it permits the teacher to define children's responsi-
bility in specific areas, rather than as broad generalizations.
In a study of responsibility in British informal schools, Stephens
(1972) found that teachers tended to decide' the subjects in which children
were to work and that pupils were permitted varying degrees of responsi-
bility for the "three R's" and for other subjects in British schools.
Decisions about work in reading, writing, and mathematics were found to
be made on a much higher percentage by the teacher. "The results," says
Stephens, (1974) "should dispel any notion that in British informal class-
rooms children are 'free to do their own thing,' or make all the decisions
pertaining to their work (p. 47)."
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Summary
Open Education may be defined as an approach to teaching and learn-
ing that maximizes student choice in all dimensions of schooling. Although
no two classrooms appear to be alike. Open Educators have identified a num-
ber of basic beliefs and assumptions about, children, learning, and know-
ledge that underlie good classroom practice. /\mong these beliefs are:
Children are innately curious and will explore without constant adult dir-
ection and supervision; play is not distinguished from work as the primary
way children learn during their early years; learning takes place constantly
in a responsive and stimulating environment, and not just when the teacher
is teaching.
The purpose of Open Education is to provide an environment whereby
children are free to learn at their own pace and in their own way. The
role of the teacher is that of a facilitator of learning; providing an ex-
citing and challenging environment, materials, motivation, guidance and
assistance. The teacher helps children set goals and achieve them by rais-
ing questions, intervening when necessary, observing children, and assess-
ing their progress. Tl\e freedom, responsibility and decision-making in the
Open Classroom should not suggest that teacher's abdicate their responsi-
bility, for Open Educators insist that there cannot be freedom without
limits and that freedom and structure are not imcompatible . Open Teachers
determine the scope, pace and direction of a child's learning by the amount
of control and structure they have over the learning environment.
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TEACHER- PUPIL PLANNING
Cooperative planning is mentioned frequently in educational
literature as a democratic method of classroom operation. Advocates cite
enhancement of individual growth, and development of social skills as am-
ong the advantages to be gained from participation in classroom planning.
Advocates of this method of classroom operation believe that citizens who
are expected to participate in a democratic society must be actively in-
volved in the processes of group planning and decision-making. Literature
in this area suggests that schools have the responsibility for greater
student involvement, for teaching decision-making skills and for provid-
ing an atmosphere of freedom in which students can plan and make choices.
Wight (1970), Brammer (1968), DeCecco (1970), and Flemmings (1970) ad-
vocate student experience as the most effective teaching technique for
training students not only to cope with the problems of the future but
also to be contributing and participating members of a democratic socie-
ty.
Numerous studies have been conducted which examine the effect of
teacher influence in the classroom. Recent' studies have examined student
involvement, especially at the secondary and college level. The literat-
ure reviewed in this study is primarily concerned with the effects of
teacher behavior in cooperative classroom procedures.
The need for further research of the factors involved in teacher-
pupil planning, as well as the need for research of individual and group
factors in decision-making, especially in the early primary grades is
identified.
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Objectives
Educators view cooperative teacher-pupil planning as a method of
incorporating democratic principles into the everyday classroom. Denning
(1970) states that "democracy is founded on the principle of freedom and
equality for all and this should include students (p. 120)." If citizens
in a democracy are to be capable of perpetuating the democratic society
then they need to be actively involved in the processes of individual and
group decision-making.
Proponents of teacher-pupil planning believe that children who
participate in democratic practices in the classroom not only develop
skills in decision-making, but also assume greater responsibility and
learn to develop satisfactory working relationships with others.
Benne (1952) suggests that if cooperative planning is to be
successful, the teacher and the students must agree upon a common goal
and task that is both "realistic" and exciting. Once this is accomplished,
cooperative planning will develop: (1) experimental thinking and conscious
problem solving, (2) a more effective group, (3) effective group disci-
pline, (4) positive attitudes toward change, and (5) democratic values.
An important aspect of teacher-pupil planning is the sharing of
decisions. With the advent of the 60 's the traditional role of the
teacher as sole decision-maker has changed considerably. More and more
teachers are involving students in decision-making. Scobey (1963) re-
commends involving students in planning activities, in accepting responsi-
bility, and in identifying and cooperatively solving problems. Armstrong
(1972) suggests involving students in areas such as building sites, faci-
lities planning, salaries, staffing arrangements, curriculum content.
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textbooks, instructional methods, student discipline, student govern-
ment, and student activities. Wight (quoted in Armstrong, 1972) contends
there is too much teacher-determined activity in the classroom which he
says "stifles creativity and may impede learning (p. 3)." He suggests,
participative education," that is, the structuring of small groups of
students to insure maximum involvement of all students and the guiding
of each student in assuming greater I'esponsibility for his own learning
and development. "Not only does tlie student assimilate the facts of the
subject matter at hand," says Wiglit, "but he learns from group inter-
action, problem-solving, and analysis and evaluation of experiences
p. 5)." Wight (Ibid) also suggests that students discover how to work
together, to communicate, and to reinforce each other in their efforts
to learn. Bradford (1963) suggests that individuals involved in setting
the goals, have greater purpose and commitment for those goals. Ferguson
(1971) and Kcliher (1966) find that students \;ant to be in on decisions,
and want to be given more responsibility and to show pride in their
schools. Ferguson (1971) also indicates that students not involved in
decision-making express a sense of helplessness and a feeling of not be-
ing trusted by adults. Keliher (1966) contends that practice in decision-
making leads to responsible action. Through successful sharing of plan-
ning and carrying out decisions comes tl\e essential attitude of wanting
to be involved. Students become more responsible as they practice re-
sponsibility.
Personal and Soci al Development
Lee (1968), Verbeck (1961), and Buckley (1958) perceive cooperative
teacher-pupil planning as meeting children's needs through learning of their
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interests and abilities. Children fulfilling their needs through their
ou-n interests and abilities enhances individual differences and provides
recognition and respect for the unique contributions of each child.
Through sharing in classroom decisions, Parrish and Waskin (1960)
contend that students develop a sense of personal worth and feelings of
adequacy and confidence. Raths and Burrell (undated) suggest that greater
student involvement in the classroom leads to feelings of self-respect.
They contend that the "... opportunity to express your own ideas and
then to make your own choices is fundamental in building up self-respect
(p. 26)."
To date there is little experimental research which supports the
vievtfpoint that cooperative teacher-pupil planning will enhance individual
development and growth in cooperative skills. The need for further re-
search of the factors involved in teacher-pupil planning as well as other
aspects of democratic organization in the elementary classroom is identi-
fied.
Teacher Behavior
Since the Anderson (1946) and the Lippitt-UTiite (1943) studies
indicated a measurable relationship between the classroom behavior of
teachers and children, the question of teacher influence and her effects
on children’s behavior has received considerable attention.
Numerous studies have examined teacher directiveness in the class-
room, but few agree as to the effect on children’s academic learning.
Those investigators primarily concerned with achievement scores favor the
more tea.cher-ccntered teaching methods while those most concerned with
individual development and growth in social skills favor the more learnei-
centercd teaching methods.
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In a laboratory setting, Flanders (1962) found that teacher be-
havior characterized as directive or demanding tended to elicit student
behavior of hostility, withdrawal, apathy, aggressiveness and even emo-
tional disintegration. Teacher behavior seen as acceptant, problem
oriented and student supportive, tended to elicit student behavior of
decreased interpersonal anxiety, integration and even emotional readjust-
ment .
In another study, Flanders (1960) found that subject matter achieve-
ment, constructive pupil attitudes, and the teachers' tendency to use more
indirect and flexible patterns of influence, are all positively correlated.
He found that both dependent and independent prone students learn more in
working with teachers of flexible influence patterns.
Ajnidon (1961) in studies similar to Flanders found that dependent-
prone students learn more under an indirect-teacher and that direct influ-
ence may lower achievement or even thwart learning. Through the use of
Organizational Development (OD) training, Schmuck, et al. (1969) found
that teachers changed considerably in their verbal behavior. They becan\e
more integrative by giving students more freedom to act and to interact.
The students from these classrooms were found to be more active partici-
pants than those for which their teachers had no OD training.
Since this study is concerned with cooperative classroom pro-
cedures, the research reviewed reports the effects of teacher behavior
in relation to individual growth and development of social skills. The
literature in this area indicates that children are more likely to develop
responsibility, self-direction, and skill in cooperative endeavors where
there is flexibility in the influence patterns of teachers and where stu-
dent involvement and participation in classroom procedures is encouraged.
39
Decision-Making
Advocates of cooperative tcacher-pnpil planning view students
as actively participating in democratic procedures through sharing in
classroom decisions. The rationale for this viewpoint is based on the
following assumptions: (1) participation in decision-making in the
classroom develops skill for wise decision-making, (2) individuals in
a democracy should have some voice in determining decisions that affect
them, and (3) the more courses for action or alternatives an individual
perceives, the more freedom he has. Simon et al
.
(1972) suggest that
teachers aid students in preparing for future decisions by helping them
become more aware of choices, by examining alternatives, and then act-
ing upon their beliefs. This procedure aids children in considering the
processes in which choices are made.
Lee (1968) contends that every person makes decisions on the
basis of what seems most important to him at the time. The individual
may or may not be consciously aware of l\is purpose. At the moment, it
may depend on the individual's perception of the best way to meet his
own personal needs. Thompson et al
.
(1961) describes the process of
decision-making as "a series of activities, conscious or not, culminat-
ing in a choice among alternatives . . . p. 475)." The process, accord-
ing to Thompson, consists of the following activities: (1) recognizing
an occasion for decision, (2) analysis of the existing situation, (3)
identification of alternative courses of action, (4) assessment of the
probable consequences of each alternative, and (5) choice from among
alternatives
.
Literature in this area suggests that the limitations of decision-
making are those of rime, location and expectations of the group. Most
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generally alternatives are chosen which fulfill a personal need or lead
toward a desired goal.
Until recently, most of the research of group decision-making has
taken place in industry. Recent studies by Schmuck and others (1971,
1972) suggest the implications that group decisions have for educators.
Although educators appear to be more cognizant of the implications
for decision-making, numerous articles indicate there is great disparity
in what educators believe and what in fact they do. Strasser (1967) con-
tends that teachers convince themselves and others that they are helping
children to develop their powers to use their intellect and feelings in
rational and orderly ways but when we turn to what actually happens in
classrooms, a discrepancy becomes very apparent. Strasser suggests that
curriculum guides, textbook authors and teachers do the deciding. "All
that is left for the students to do," says Strasser, "is to follow dir-
ections, and, remember the decisions of others at test time (p. 28)."
In a study which examined high school students' and teachers'
perceptions of decision-making. Ford (1971) found that teachers were
inaccurate in most of their perceptions of the expectations held by stu-
dents. Teachers tended to over-estimate the desire for student involve-
ment in decision-making. Students were found to be more accurate in their
perceptions of teachers' expectations than teachers were in their per-
ceptions of students' expectations.
Griffin's (1970) study of curriculam decision-making at societal,
institutional, and instructional levels suggests that planning at the
level of the individual school may be the least in evidence. Griffin
(Ibid) suggests that even though there is an awareness by teachers and
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principals of identified school and classroom problems, school-wide plan-
ning and decision-making are rare phenomena.
In a visitation to 150 classes in several major population areas,
Goodlad (1970) found that popular innovations of the decade--non-grading,
team teaching, "discovery" learning, and programmed instruction--were talked
about by teachers and principals alike but were rarely in evidence.
"Teaching," says Goodlad, "was predominantly telling and questioning by
the teacher, with children responding one by one or occasionally in chorus
(p. 18)."
In examining student participation in decision-making in urban
high schools, Denning (1970) found that a substantial number of students
did not feel that they were involved in the decision-making process.
Denning says students are asking for "in, not out," of the establishment.
Recent articles cite student involvement as a means for pre-
venting student unrest. Armstrong (1972), suggests many educators view
student involvement as a technique for channeling student interests and
efforts into responsible activities so as to prevent the disruption of the
educational process.
The need for further research of the factors in group decision-
making is identified by Cartwright and Zander (1960). They indicate that
evidence of individual participation in groups, even when groups are small
.and members are encouraged to participate fully, shows that not all mem-
bers take part. In addition to needed research of the factors involved
in group decision-making, it appears that research is also necessary to
examine the process by which the individual makes choices.
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Summary
Advocates of teacher pupil planning appear to be speaking from a
philosophical viewpoint for there is little experimental research in which
teacher-pupil planning is identified as a main variable. Further re-
search to examine the behavioral outcomes of cooperative planning is
necessary. Major advantages cited by advocates for teacher-pupil plan-
ning are summarized as follows: (1) it is a democratic method of class-
room operation, (2) individual needs are more adequately met, (3) personal
and social development is facilitated, and (4) children learn cooperative
and decision-making skills.
Numerous studies have examined teacher directiveness in the class-
room. Their findings indicate that one teaching pattern is not effective
for all situations. Investigators most concerned with individual develop-
ment and grov/th in social skills favor the more learner-centered teaching
methods. Literature in this area indicates that where there is flexi-
bility in the influence patterns of the teacher and where there is stu-
dent participation in developing classroom procedures, children are more
likely to develop responsibility for their own behavior and learning and
will gain skills in cooperative endeavors.
To date, most research on group decision-making has taken place
in industry. Recent studies suggest the implications that group decisions
have for educators but further research in this area is needed to examine
the factors involved in decision-making.
Literature in the area of teacher-pupil planning indicates there
is great disparity in what educators believe regarding decision-making and
what in fact they do. Studies indicate that teachers are inaccurate
in
most of their perceptions regarding students' perceptions of
decision-making
.
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CHAPTER III
METHODOLOGY
The data presented in this chapter describes the procedures em-
ployed in this investigation. Included in this chapter is a description
of the instruments as well as the administration and scoring procedures
used and the techniques used for analyzing the data.
Subjects
Sample
The sample for this study consisted of the classroom teacher and
a random sample of fifteen pupils from each of five Open and five Tra-
ditional Classrooms drawn from the Massachusetts area. Only those stu-
dents in grades one and two or six, seven and eight year olds were
selected to participate.
Selection of the classrooms for the sample was determined by
teacher scores on the Evans Teacher Questionnaire (Table 1) . Forty-eight
classroom teachers from Open and Traditional Classrooms were invited to
participate in the study. It was explained that from teacher scores on
the Evans instrument ten classrooms, five Open and five traditional, would
be selected to participate in the study. Selection of the forty-eight class-
rooms was based upon reputation of the schools, willingness of teachers and
their school administrators to participate in the study, and personal
know-
ledge of the investigator.
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Instruments
Instrument to Differentiate Open from Traditional Classroom
The Evans Teacher Questionnaire (Appendix A) was selected as the
most desirable instrument to differentiate between Open and Traditional
classrooms. The questionnaire is a parallel form to the Evans Classroom
Observation Rating Scale (Evans, 1971) and is based upon a content analy-
sis of Open Education literature and conceptually verified by advocates
of Open Education. The instrument was designed for a study to differ-
entiate British and American Open Classrooms from American Traditional
Classrooms. The questionnaire consists of fifty items for which teachers
respond as to how they view their behavior and that of their pupils as
well as the teachers' assumptions regarding the nature of children and
learning. Responses to each item are on a four-point scale (strongly
disagree, disagree, agree, strongly agree).
Evans established the scoring procedures on her questionnaire so
that a high score was indicative of an Open Classroom while a low score
would reflect a Traditional Classroom.
For this study, the researcher selected from those teachers with
a high score (160 or above) as the Open Classrooms and those teachers with
a low score (124 or below) as the Traditional Classrooms.
Although Open Classroom teachers 2, 4, and 6 and Traditional Class-
room teachers 33 and 37 were in the range chosen (Table 1) , they did not
participate because of scheduling conflicts.
Instrument to Measure Decision-Making
A questionnaire developed by Wolfson and Nash (1968), VVho Decides_,
was selected to assess teachers' and childrens' perceptions of
selected
TABLE 1
TEACHER SCORES FOR THE EVANS TEACHER QUESTIONNAIRE
1) 191* 17)
2) 190 18)
3) 190* 19)
4) 183 20)
5) 173* 21)
6) 171 22)
7) 160* 23)
8) 160* 24)
9) 158 25)
10) 154 26)
11) 152 27)
12) 152 28)
13) 150 29)
14) 148 30)
15) 148 31)
16) 148 32)
144 33) 124
142 34) 124*
142 35) 122*
140 36) 122*
139 37) 122
138 38) 121*
138 39) 120*
138 40) 119
137 41) 115
137 42) 115
135 43) 115
133 44) 113
132 45) 114
130 46) 108
128 47) 104
128 48) 102
*Classrooms selected to participate in the study
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classroom procedures (Appendix A). The instrument consists of fifty items
for which the child is asked to identify whether he, the class, teacher,
or someone else is responsible for making certain classroom decisions.
The instrument was designed to determine how closely children's percep-
tions of decision-making roles agree with their teacher's expressed
perceptions and to what degree changes in perceptions may occur during
the school year. The instrument is administered orally and individually
to students by a trained tester.
Classroom situations dealing with some of the characteristics of
the Open Classroom were not reflected in the Who Decides c^uestionnaire
.
The researcher therefore combined or replaced fourteen items with situ-
ations characteristic of the Open Classroom environment. An additional
nine items were reworded. Those items combined, replaced, or reworded
were stated in such a way so as to also be representative of Traditional
Classrooms. For example, "Wlio decides when you can go to an Activity
Center (interest center, table)?" Activity centers are one of the princi-
ple modes of exploration and learning in the Open Classroom. In contrast,
interest centers or interest tables in the Traditional Classroom are us-
ually viewed as secondary to the child's learning--that is, "if your work
is finished, you may go to the science table." Wlien administering the
instrument, tlie tester was instructed to use the wording (activity center,
.interest center, science table) that would be most meaningful to the child.
Upon revision of the instrument by the researcher, each item was
rcsequenced using a table of random numbers.
The majority of the items on the Wlio Decides instrument are re-
lated to the planning and scheduling of the content areas. For example.
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Who decides:
The plans or work for the class each day?
When it's Reading time?
When you can tell something to the whole class?
When your work is finished?
Some of the items on the instrument are related to administrative
activities such as housekeeping and organization in the classroom. For
example, V/ho decides:
Where supplies are kept in your room?
rVhen you can sharpen your pencil?
Who erases the blackboards in your room?
What desk or seat you can sit in?
Other items on the questionnaire deal with v/hat are traditionally
known as the academic areas. For example, VJlio decides:
IVliat Activity Center you can go to?
How well you are doing in your work?
What you will do in Math each day?
When you've done enough Reading for the day?
The following are those items which appeared on the 1969 Revised
Wolfson instrument but were replaced, reworded or combined by the researcher
Items deleted
• V^o decides:
Where you can hang your coat? (Did teacher assign a locker, or
hook, or did child choose.)
IVliere to keep Arithmetic books or workbooks in your room?
'What book to read during free time?
If you can get out of your seat?
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When you can use paste?
Wlio your special friends in school will be?
When you can get up to throw something away?
If you can get a piece of paper?
Wliat to do when you finish your work? (Can the child choose what
to Qo next, or does the teacher assign?)
Who feeds the animals?
When you can use a scissors?
Wlien you can work with Mrs. Staples? (the remedial reading
specialist)
Items reworded
Who decides:
From Wliere to keep scissors in your room?
To Where suj)plies are kept in your room? (paste,
paper, etc.)
scissors
,
From Wliere to keep your desk?
To How the room is to be arranged? (Are students
rearranging the room?)
involved in
From When you can write a story?
To Mien you can write a story or poem?
From When it's Music time?
To IVhen you can listen to music?
From Wliat kind of pictures you can draw during Art?
To Wliat kind of pictures you can draw or paint?
From How many work pages to do every day?
To What pages in workbooks (activity-cards) to do every day?
From When it's time to clean your desk?
To Wlien it's time to straighten-up (clean-up) the room?
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From Whose job it is to clean the blackboard?
To Who erases the blackboards in your room?
From V/hat to do when school starts in the morning?
To What to do when you come into the room in the morning?
(Are students free to move about the room or are they to
report to an assigned seat or area?)
Items combined
KTio decides:
From Wlien you can use the tape recorder?
When you can use the filmstrip viewer?
To When you can use the equipment in your room? (tape recorder,
filmstrip viewer, record player)
The following are items added to the instrument by the researcher
to replace those that were deleted.
Wlio decides:
If you can eat a snack in your room? (cracker, cookie, milk)
What things should be in your room? (books, desks, materials)
Wliat you will do in Math each day? (Math Center) Can child choose
or decide or does teacher assign?)
If your work is to be hung up or displayed for others to see?
(painting, poem, story)
IVhen you can paint or draw pictures?
What kinds of things students can bring to school?
How well you are doing in your work?
When you can go to the playground?
How many students can vvork at an Activity Center (Corner, Table)
at a time? (Are centers limited to 2 or 3 students at a time?
If so, who decides?)
If you can work in another classroom or part of the school?
(gymi, cafeteria, playground)
Wlien you can go to an Activity Center (Interest Center, Table)?
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What things will be at the Science Table (Center)’
animals, rocks, shells, bottles, etc.)
(plants
,
What Activity Center (Corner, Table) you can go to?
Research Design
Pilot Study
A pilot study was conducted to check the face validity of the new
items on the V/ho Decides instrument. Three primary classrooms, one Open
and two Traditional, were selected from teacher scores on the Evans Teacher
Questionnaire
.
From the study it was determined that all items were within the
realm of comprehension of six, seven and eight year olds and suitable for
the purposes of this study.
Due to the ease in administering the instrument and so as to dis-
rupt regular classroom procedure as little as possible, the researcher de-
cided upon one sitting for administering the instrument as opposed to two
in the Nash study. This proved to be satisfactory.
Test for Reliability
The same three classrooms used in the pilot study were used for a
test-retest reliability study to assess the stability of the instrument
over a short period of time (one to two vveeks) . The Pearson Product Moment
Correlation was used to determine reliability for teachers' and for pupils'
responses. The instrument was scored by summing the fifty items and using
total scores for each pupil and for each teacher. A coefficient correlation
of .98 was found for the pupils and .93 for the teachers.
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Procedure
Having tested the reliability of the instrument from the pilot
study, the researcher scheduled individual meetings witli teachers and
administrators of the schools where the instrument was to be administered.
The purpose of the study was discussed, questions were answered and ar-
rangements were made for administering the instrument. Class rolls from
each teacher were used for sample selection. Using a table of random
numbers fifteen pupils and three alternates were selected for the test-
ing.
The instrument was administered orally and individually to the
children by the researcher and five trained university students. It was
administered in a place other than the classroom. For each item on the
instrument, the subjects were asked to identify the decision-maker (per-
son or persons) usually responsible for the decision in each of the se-
lected classroom activities. The examiner helped clarify the meaning of
"decides" with a few warm-up questions. Preceding each question on the
instrument, the children were asked, "Usually, in your classroom, who
decides ..." As needed, the examiner would help clarify items for
individual children. Categories included on the questionnaire were
Child
,
Class
,
Teacher
,
and Other (Appendix B) . Children's spontaneous
responses (those comments that did not fall within the first three
.columns) were recorded in the column, Other . Only one answer was re-
corded for each item on the questionnaire.
Each teacher completed a questionnaire for each of the fifteen
pupils selected and one as she viewed the entire class. This was done
so as to limit the teacher's viewpoint to each child rather than
the
class as a whole. Having teachers respond only for the class
as a whole
was found to be a limitation in the Nash study.
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The data gathered from the instrument was key punched on computer
cards and submitted to the University data processing center.
Analysis of the Data
The following techniques were used to analyze the data in relation
to each of the hypotheses. For the sake of clarity, each hypothesis is
stated prior to the description of the data-analysis techniques employed.
H:1 There will be no difference in the number of
decisions which students perceive they make
in Open and Traditional Classrooms.
This hypothesis was tested with a one way analysis of variance
(two tailed test)
. A frequency count was made for the number of responses
each child made in the Child category.
The following four hypotheses were tested with the Kolmogorov-
Smirnov (K and S) statistical test (Brooks, 1972) to determine if pupils
and/or teachers responded the same way to the items on the questionnaire.
H:2 For each question, there will be no difference in
tlie responses between the teachers and the students
in the Open Classrooms.
H: 3 For each question, there will be no difference
in the responses between the teachers and the
students in the Traditional Classrooms.
H:4 For each question, there will be no difference
in the responses between the teachers in the
Open Classrooms and the teachers in the Tradi-
tional Classrooms.
H:5 For each question, there will be no difference
in the responses between the students in the
Open Classrooms and the students in the
Traditional Classrooms.
Open Teachers were compared with Open Students, Traditional Teachers
were compared with Traditional Students, Open Teachers were compared with
Traditional Teachers and Open Students were compared with Traditional
Students.
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In analyzing the data for the K and S test, the category Other
was combined with the Te^acher category in hypotheses 2, 3, 4 and 5. This
was done for greater ease in computing the K and S test.
The K and S test is concerned with the maximum difference (D)
between two relative cumulative frequencies (RCF)
.
For this study, if the maximum (D) between two RCF's was greater
than .222 or at the .05 level of significance, then the hypothesis was
rejected.
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CHAPTER IV
FINDINGS
This study was designed to assess students' and teachers' per-
ceptions of decision-making roles in selected Open and Traditional Class-
rooms. It was to yield data indicating the areas or activities for which
students perceive they make decisions, the congruence between students'
and teachers' perceptions regarding decision-making, and whether students'
and teachers' perceptions of decision-making roles differ in the selected
Open and Traditional Classrooms.
The data resulting from this study are presented, hypothesis by
hypothesis, on the following pages. As indicated in Chapter III, the re-
sults of the WIio Decides instrument were analyzed and processed by computer.
Results for Hypothesis One
A total of one hundred fifty students, 75 from Open Classrooms and
75 from Traditional Classrooms, responded to questions on the revised Who
Decides instrument indicating their perception of the decision-maker for
•each of the fifty items listed.
Hypothesis 1 states:
There will be no difference in the number of decisions
which students perceive they make in Open and Traditional
Classrooms
.
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The results from the IVho Decides instrument are displayed on
Table 2. A total of 409 responses, or a mean score of 5.45 were recorded
in the Child category for students in the Traditional Classrooms. A
total of 1706 responses or a mean score of 22.75 were recorded in the
Child category for students in the Open Classrooms.
Of the four categories on the instrument, children in the Tra-
ditional Classrooms responded to 11 per cent of the items in the Child
categoiy, 1 per cent in the Class
, 84 per cent in the Teacher
,
and 4 per
cent in the Other . In comparison, students in the Open Classrooms re-
sponded to 46 per cent of the items in the Child category, 2 per cent in
Class
, 52 per cent in the Teacher
,
and 1 per cent in the Other.
(Table 3 and Figure 2)
The data in Table 3 and in Figure 2 indicate that students in
the Open Classrooms perceive themselves as making significantly more
decisions. As a result, the null hypothesis is rejected.
Results for Hypothesis Two
Besides the students in the Open and Traditional Classrooms a
total of ten teachers, five from Open Classrooms and five from Tra-
ditional Classrooms, also responded to each of the questions on the \Vho
Decides instrument indicating their perception of the decision-maker.
Hypothesis 2 compares Open Teachers' with Open Students' responses
on the Who Decides instrument. It states:
For each question, there will be no difference
in the responses between the teachers and the
students in the Open Classrooms.
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TABLE 2
TOTAL NUMBER OF RESPONSES IN THE CHILD CATEGORY AND
MEAN SCORES OF OPEN AND TRADITIONAL STUDENTS
ON THE WHO DECIDES INSTRUMENT
No
. of
Students
No. of Responses
Child Category
Mean
Scores
Traditional
Classrooms 75 409 5.45
Open
Classrooms 75 1706 22.75
Level of
Significance P = .001
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TABLE 3
PERCENTAGE OF STUDEN'PS' AND TEACHERS' RESPONSES FOR
EACH CATEGORY ON THE WHO DECIDES INSTRUMENT
Students
'
N = 75
75
Responses
Open
Traditional
Teachers
N =
' Responses
5 Open
5 Traditional
Child
(Self) Class Teacher Other Child Class Teacher Other
Open
Classroom 46% 2% 52% 1% 64% 5% 28% 4%
Traditional
Classroom 11% 1% 84% 4% 25% 1% 70% 4%
90
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0
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PERCENTAGE OF STUDENTS’ AND TEACHERS’ RESPONSES
FOR EACH CATEGORY ON THE \VHO DECIDES
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Table 4 reports the number of responses by Open Teachers and
Open Students for each of three categories, Child
.
Class
,
and Teacher
, as
listed on the Who Decides instrument and the maximum difference (D) be-
tween their relative cumulative frequencies (RCF's). The maximum (D) was
used to determine if the null hypothesis should be accepted or rejected.
As stated in Chapter III, for greater ease in computing the K and S
statistical test, the category Other was combined with the category
Teacher in hypotheses 2, 3, 4 and 5.
The application of the K and S test to the responses of the
teachers and students in the Open Classrooms reveals that the null hypo-
thesis is rejected for 24 of the 50 items (Table 4).
The following are those items for which there is a significant
difference (P = .05) between teachers' and students' responses in the
Open Classrooms.
Who Decides:
1 . How many pages or how much work to do in Math everyday?
(Math activity cards, etc.)
8. If you can work at the blackboard?
9. ViTiat Activity Center (Corner, Table) you can go to?
10. How far or how many pages to read in your book?
(during Reading time)
11. IVhen you can talk or whisper to a friend in your room?
15. How well you are doing in your work?
16. When you can write a story or poem?
17. Wlien you can use the equipment in your room? (tape
recorder, film strip viewer, record player)
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19. When you can listen to music?
21. Wlio erases the blackboards in your room?
24. What to do when you come into the room in the morning?
(Are students free to move about the room or are they
to report to an assigned seat or area?)
25. Wliat things should be in your room? (books, desks,
materials)
26. When it's Reading time?
28. When you can paint or draw pictures?
31. When to do Math (Arithmetic, Number work)?
32. What you can take home from school?
34. When you can go to an Activity Center (Interest
Center, Table)?
37. Wlien you can make something special? (card, booklet,
clay animal, etc.)
40. If you can eat a snack in your room? (cracker,
cookie, milk)
43. Whose job it is to water the plants in your room?
44. Wlien your work is finished?
45. The rules in your room?
48. How many students can work at an Activity Center
(Corner, Table) at a time? (Are centers limited to
2 or 3 students at a time? If so, who decides?)
49. IVhen you've done enough Reading for the day?
Results for Hypothesis Three
Hypothesis 3 compares Traditional Teachers' with Traditional Stu-
dents' responses on the Wlio Decides instrument.
Hypothesis 3 states:
For each question, there will be no difference in the
responses between the teachers and the students in the
Traditional Classroom.
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TABLE 4
A COMPARISON OF OPEN TEACHERS' AND OPEN STUDENTS' RESPONSES AND
THEIR RELATIVE CUMULATIVE FREQUENCIES FROM THE WHO DECIDES
No. of Responses
•
Null Hypothesis
Query Child Class
Teacher/
Other
Max.
/D/ ^ccept le ject
1 Open Teacher 39 0 36
Open Student 20 0 55 .25 X
2 Open Teacher 0 30 45
Open Student 8 18 49 .11 X
3 Open Teacher 35 0 40
Open Student 22 0 53 .18 X
4 Open Teacher 29 10 36
Open Student 18 7 50 .19 X
5 Open Teacher 0 0 75
Open Student 0 2 73 .03 X
6 Open Teacher 71 0 4
Open Student 58 0 17 .18 X
7 Open Teacher 69 0 6
Open Student 55 0 20 .19 X
8 Open Teacher 54 0 21
Open Student 37 0 38 .23 X
9 Open Teacher 74 0 1
Open Student 48 0 27 .35 X
10 Open Teacher 70 0 5
Open Student 52 0 23 .24 X
11 Open Teacher 73 0 2
Open Student 51 0 24 .29 X
12 Open Teacher 75 0 0
Open Student 59 0 16 .21 X
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TABLE 4 (Continued)
No. of Responses • Null Hypothesis
Query Child Class
Teacher/
Other
Max
.
/o/ \ccept leject
13 Open Teacher 1 0 74
Open Student 0 0 75 .01 X
14 Open Teacher 2 0 73
Open Student 0 0 75 .03 X
15 Open Teacher 28 0 47
Open Student 2 0 73 .34 X
16 Open Teacher 73 0 2
Open Student 59 0 16 .28 X
17 Open Teacher 29 0 46
Open Student 7 0 68 .30 X
18 Open Teacher 0 0 75
Open Student 0 0 75 X
19 Open Teacher 55 0 20
Open Student 16 0 59 .52 X
20 Open Teacher 0 20 55
Open Student 2 4 69 .19 X
21 Open Teacher 68 2 5
Open Student 44 0 31 .35 X
22 Open Teacher 39 0 36
Open Student 33 0 42 .08 X
23 Open Teacher 55 0 20
Open Student 33 1 41 .19 X
24 Open Teacher 74 0 1
Open Student 50 0 25 .32 X
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TABLE 4 (Continued)
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TABLE 4 (Continued)
f.
No. of Responses • Null Hypothesis
Query Child Class
Teacher/
Other
Max.
/D/ \ccept rleject
37 3pen Teacher 75 0 0
Dpen Student 46 0 29 .39 X
38 Open Teacher 74 0 1
Open Student 73 0 2 .02 X
39 Open Teacher 62 0 13
Open Student 53 0 22 .12 X
40 Open Teacher 60 0 15 .
Open Student 23 0 52 .49 X
41 Open Teacher 33 0 42
Open Student 33 0 42 .00 X
42 Open Teacher 75 0 0
Open Student 75 0 0 0.00 X
43 Open Teacher 40 22 13
Open Student 42 3 30 .22 X
44 Open Teacher 60 0 15
Open Student 31 0 44 .39 X
45 Open Teacher 1 51 23
Open Student 2 16 57 .45 X
46 Open TeAcher 75 0 0
Open Student 72 0 3 .04 X
47 Open Teacher 1 0 74
Open Student 0 0 75 .01 X
48 Open Teacher 19 33 23
Open Student 15 5 bS .42
X
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TABLE 4 (Continued)
No
.
of Responses
Max.
/D/
Null Hypothesis
Query Child Class
Teacher/
Other \ccept leject
49 Open Teacher 69 0 6
Open Student 26 0 49 .57 X
50 Open Teacher 17 4 54
Open Student 11 3 61 .09 X
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Table 5 reports the number of responses by Traditional Teachers
and Traditional Students for each of three categories Child, Class, and
Teacher as listed on the tVho Decides instrument and the maximum difference
(D) between their RCF's.
The application of the K and S test to the responses of the teachers
and students in the Traditional Classrooms reveals that the null hypothesis
is rejected for 17 of the 50 items (Table 5).
The following are those items for which there is a significant
difference between teachers' and students' responses in the Traditional
Classrooms
.
Who Decides
:
2. What story your teacher will read to the class?
7. What kinds of things students can bring to school?
9.
What Activity Center (Corner, Table) you can go to?
10. How far or how many pages to read in your book?
(during Reading time)
11. Wlien you can talk or whisper to a friend in your room?
12. Wliat to keep in your desk (drawer, locker, cubbie)?
23. If your work is to be hung up or displayed for others
to see? (painting, poem, story)
28. Wlien you can paint or draw pictures?
29. Wiiat book to read during Reading tim^?
33. What kind of pictures you can draw or paint?
34. When you can go to an Activity Center (Interest
Center, Table)?
36. Mien you can talk to your teacher during the day?
40. If you can eat a snack in your room? (cracker,
cookie, milk)
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43. Whose job it is to water the plants in your room?
44. When your work is finished?
48. How many students can work at an Activity Center
(Corner, Table) at a time? (Are centers limited
to 2 or 3 students at a time? If so, who decides?)
49. When you've done enough Reading for the day?
Results for Hypothesis Four
Hypothesis 4 compares Open Teachers' with Traditional Teachers'
responses on the Who Decides instrument. The hypothesis states:
For each question, there will be no difference in the
responses between the teachers in the Open Classrooms
and the teachers in the Traditional Classrooms.
Table 6 reports the number of responses by Open Teachers and
Traditional Teachers for each of three categories Child
,
Class
,
and
Teacher as listed on the Who Decides instrument and the maximum differ-
ence (D) between their RCF's.
The application of the K and S test to the Open Teachers' and
Traditional Teachers' responses reveals that the null hypothesis is re-
jected for 40 of the 50 items (Table 6)
.
The most significant difference between either student or teacher
responses is evident in hypothesis 4. In this case, there are only 10
items for which Open Teachers and Traditional Teachers significantly agree .
Rather than list the 40 items which the Open and Traditional Teachers
disagree upon, only the 10 items for which they agree are listed. They
are as follows:
Who Decides
:
5. Where your class will go for a trip?
7. IVhat kinds of things students can bring to school?
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TABLE 5
A COMPARISON OF TRADITIONAL TEACHERS' AND TRADITIONAL STUDENTS' RESPONSES
AND THEIR RELATIVE CUMULATIVE FREQUENCIES FROM THE WHO DECIDES
No. of Responses
•
Null Hypothesis
Query Child Class
Teacher/
Other
Max.
/o/ \ccept Reject
1 Traditional Teacher 5 0 70
Traditional Student 0 0 75 .07 X
2 Traditional Teacher 20 23 32
Traditional Student 2 25 48 .24 X
3 Traditional Teacher 6 0 69
Traditional Student 5 0 70 .01 X
4 Traditional Teacher 17 1 57
Traditional Student 6 3 66 .15 X
5 Traditional Teacher 0 0 75
Traditional Student 1 1 73 .02 X
6 Traditional Teacher 19 0 56
Traditional Student 4 0 71 .20 X
7 Traditional Teacher 53 1 21
Traditional Student 24 0 51 .40 X
8 Traditional Teacher 4 0 71
Traditional Student 0 0 75 .05 X
9 Traditional Teacher 57 0 18
Traditional Student 10 0 65 .63 X
10 Traditional teacher 17 0 58
Traditional Student 0 0 75 .23 X
11 Traditional Teacher 34 0 41
Traditional Student 11 0 64 .30 X
12 Traditional Teacher 43 0 32
Traditional Student 24 0 51 . 25 X
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TABLE 5 (Continued)
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TABLE 5 (Continued)
No. of Responses
Max.
/D/
Null Hypothesis
Query Child Class
Teacher/
Other Accept leject
25 Traditional Teacher 3 0 72
Traditional Student 0 0 75 .04 X
26 Traditional Teacher 1 0 74
Traditional Student 0 1 74 .01 X
27 Traditional Teacher 48 0 27
Traditional Student 42 0 33 .08 X
28 Traditional Teacher 30 1 44
Traditional Student 13 0 62 .24 X
29 Traditional Teacher 31 0 44
Traditional Student 7 1 67 .32 X
30 Traditional Teacher 0 0 75
Traditional Student 1 0 74 .01 X
31 Traditional Teacher 0 0 75
Traditional Student 2 1 • 72 .04 X
32 Traditional Teacher 33 0 42
Traditional Student 23 0 52 .13 X
33 Traditional Teacher 60 1 14
Traditional Student 35 2 38 .33 X
*34 Traditional Teacher 50 0 25
Traditional Student 13 0 62 .50 X
35 Traditional Teacher 28 0 47
Traditional Student 30 0 45 .03 X
36 Traditional Teacher 48 0 27
Traditional Student 30 0 45 .24 X
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TABLE 5 (Continued)
No. of Responses
Max.
/D/
Null Hypothesis
Query Child Class
Teacher/
Other \ccept leject
37 Traditional Teacher 11 0
1
64
Traditional Student 12 1 62 .01 X
38 Traditional Teacher 0 0 75
Traditional Student 5 0 70 .07 X
39 Traditional Teacher 0 0 75
Traditional Student 8 0 67 .11 X
40 Traditional Teacher 31 0 44
Traditional Student 2 0 73 .38 X
41 Traditional Teacher 5 0 70
Traditional Student 1 0 74 .06 X
42 Traditional Teacher 17 0 58
Traditional Student 6 1 68 .15 X
43 Traditional Teacher 29 0 46
Traditional Student 7 6 62 .30 X
44 Traditional Teacher 48 0 27
Traditional Student 30 1 44 .24 X
45 Traditional Teacher 0 3 72
Traditional Student 1 1 73 .02 X
46 Traditional Teacher 16 0 59
Traditional Student 4 0 71 .16 X
47 Traditional Teacher 0 0 75
Traditional Student 1 0 74 .01 X
48 Traditional Teacher 30 0 45
Traditional Student 8 3 64 .29 X
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TABLE 5 (Continued)
Query
49
50
Traditional Teacher
Traditional Student
Traditional Teacher
fraditional Student
No. of Responses
Child
31
5
0
0
Class
Teacher/
Other
0
0
0
0
44
70
75
75
Max.
/D/ Accept
.36
.00
Null Hypothesis
Reject
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13. When recess time is over?
14. When it's time to straighten-up (clean-up time)
the room?
18. If you can work in another classroom or part of
the school? (gym, cafeteria, playground)
20. How the room is to be arranged? (Are students in-
volved in rearranging the room?)
30. Where supplies are kept in your room? (paste,
scissors, paper, etc.)
33. What kind of pictures you can draw or paint?
44. M\en your work is finished?
47. When you can go to the play-ground?
Results for Hypothesis Five
Hypothesis 5 compares Open Students' with Traditional Students'
responses on the Who Decides instrument. It states:
For each question, there will be no difference in
the responses between the students in the Open
Classrooms and the students in the Traditional Classrooms.
Table 7 reports the number of responses by Open Students and Tra-
ditional Students for each of three categories Child
,
Class
,
and Teacher
as listed on the Wlio Decides instrument and the maximum difference (D)
between their RCF's.
The application of the K and S test to the Open Students' and
Traditional Students' responses reveals that the null hypothesis is re-
jected for 31 of the 50 items.
The following are those items for which there is a significant
difference between Open Students' and Traditional Students lesponses.
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TABLE 6
A COMPARISON OF OPEN TEACHERS' AND TRADITIONAL TEACHERS' RESPONSES
AND THEIR RELATIVE CUMULATIVE FREQUENCIES FROM THE WHO DECIDES
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TABLE 6 (Continued)
No. of Responses
•
Null Hypothesis
Query Child Class
Teacher/
Other
Max.
/D/ Accept Reiect
13 Open Teacher 1 0 74
Traditional Teacher 0 0 75 .01 X
14 Open Teacher 2 0 73
Traditional Teacher 4 0 71 .02 X
15 Open Teacher 28 0 47
Traditional Teacher 2 1 72 .34 X
16 Open Teacher 73 0 2
Traditional Teacher 26 0 49 .62 X
17 Open Teacher 29 0 46
,
Traditional Teacher 0 0 75 .39 X
18 Open Teacher 0 0 75
Traditional Teacher 0 0 75 .00 X
19 Open Teacher 55 0 20
Traditional Teacher 0 0 75 .73 X
20 Open Teacher 0 20 55
Traditional Teacher 1 10 64 .13 X
21 Open Teacher 68 2 5
Traditional Teacher 13 0 62 .77 X
22 Open Teacher 39 0 36
Traditional Teacher 0 0 75 .50 X
23 Open Teacher 55 0 20
Traditional Teacher 38 1 36 .22 X
24 Open Teacher 74 0 1
Traditional Teacher 14 0 61 .80 —
X
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TABLE 6 (Continued)
No. of Responses Null Hypothesis
Query Child Class
Teacher/
Other
Max.
/D/ Accept Re i ect
25 Open Teacher 28 2 45
Traditional Teacher 3 0 72 .36 X
26 Open Teacher 36 0 39
Traditional Teacher 1 0 74 .47 X
27 Open Teacher 75 0 0
Traditional Teacher 48 0 27 .36 X
28 Open Teacher 74 0 1
Traditional Teacher 30 1 44 .59 X
29 Open Teacher 63 0 12
Traditional Teacher 31 0 44 .43 X
30 Open Teacher 2 13 60
Traditional Teacher 0 0 75 .20 X
31 Open Teacher 66 0 9
Traditional Teacher 0 0 75 .88 X
32 Open Teacher 68 0 7
Traditional Teacher 33 0 42 .47 X
33 Open Teacher 75 0 0
Traditional Teacher 60 1 14 .20 X
34 Open Teacher 69 0 6
Traditional Teacher 50 0 25 .25 X
35 Open Teacher 75 0 0
Traditional Teacher 28 0 47 .63 X
36 Open Teacher 75 0 0
Traditional Teacher 48 0 27 .36 X
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TABLE 6 (Continued)
No. of Responses . Null Hypothesis
Query Child Class
Teacher/
Other
Max.
/D/ Accept IIcject
37 Open Teacher 75 0 0
Traditional Teacher 11 0 64 .85 X
38 Open Teacher 74 0 1
Traditional Teacher 0 0 75 .99 X
39 Open Teacher 62 0 13
Traditional Teacher 0 0 75 .83 X
40 Open Teacher 60 0 15 •
Traditional Teacher 31 0 44 .39 X
41 Open Teacher 33 0 42
Traditional Teacher 5 0 70 .37 X
42 Open Teacher 75 0 0
Traditional Teacher 17 0 58 .77 X
43 Open Teacher 40 22 13
Traditional Teacher 29 0 46 .43 X
44 Open Teacher 60 0 15
Traditional Teacher 48 0 27 .16 X
45 Open Teacher 1 . 51 23
Traditional Teacher 0 3 72 . 65 X
46 Open Teacher 75 0 0
Traditional Teacher 16 0 59 .79 X
47 Open Teacher 1 0 74
Traditional Teacher 0 0 75 .01 X
48 Open Teacher 19 33 23
Traditional Teacher 30 0 45 . 29
X
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TABLE 6 (Continued)
No. of Responses Null Hypothesis
Query Child Class
Teacher/
Other
Max.
/D/ Accept F(eject
49 Open Teacher 69 0 6
Traditional Teacher 31 0 44 .51 X
50 Open Teacher 17 4 54
Traditional Teacher 0 0 75 .28
L
X
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Who Decides:
1. How many pages or how much work to do in Math
everyday? (Math activity cards, etc.)
3. When you can tell something to the whole class?
6. Who can help you with your work? (Does teacher assign
another child or can child cl\oose someone?)
7. What kinds of things students can bring to school?
8. If you can v^/ork at the blackboard?
9. What Activity Center (Corner, Table) you can go to?
10. How far or how many pages to read in your book?
(during Reading time)
11. When you can talk or whisper to a friend in your room?
12. V/liat to keep in your desk (drawer, locker, cubbie)?
16. When you can write a story or poem?
21. Who erases the blackboards in your room?
22. What pages in workbooks (activity-cards) to do every
day?
23. If your work is to be hung up or displayed for others
to see? (painting, poem, story)
24. What to do when you come into the room in the morning?
(Are students free to move about the room or are they
to report to an assigned seat or area?)
27. When you can sharpen your pencil?
28. When you can paint or draw pictures?
29. What book to read during Reading tim.e?
31; When to do Math (Arithmetic, Number work)?
33. IVhat kind of pictures you can draw or paint?
34. When you can go to an Activity Center (Interest
Center, Table)?
35. What you can write a story about?
When you can talk to your teacher during the day?36.
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TABLE 7
A COMPARISON OF OPEN STUDENTS' AND TRADITIONAL STUDENTS' RESPONSES
AND THEIR RELATIVE CUMULATIVE FREQUENCIES FROM THE WHO DECIDES
No. of Responses
•
Null Hypothesis
Query Child Class
Teacher/
Other
Max.
/D/ Accept fReject
1 Open Student 20 0 55
Traditional Student 0 0 75 .27 X
2 Open Student 8 18 49
Traditional Student 2 25 48 .08 X
3 Open Student 22 0 53
Traditional Student 5 0 70 .22 X
4 Open Student 18 7 50
Traditional Student 6 3 66 .21 X
5 Open Student 0 2 73
Traditional Student 1 1 73 .01 X
6 Open Student 58 0 17
Traditional Student 4 0 71 .72 X
7 Open Student 55 0 20
Traditional Student 24 0 51
I
.41 X
8 Open Student 37 0 38
Traditional Student 0 0 75 .49 X
9 Open Student 48 0 27
Traditional Student 10 0 65 .41 X
10 Open Student 52 0 23
Traditional Student 0 0 75 .69 X
11 Open Student 51 0 24
Traditional Student 11 0 64 . 53 X
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TABLE 7 (Continued)
No
.
of Responses
"T
Null Hypothesis
Query Child Class
Teacher/
Other
Max.
/D/ Accept Reject
12 Open Student 59 0 16
Praditional Student 24 0 51 .47 X
13 Open Student 0 0 75
Traditional Student 0 0 75 .00 X
14 Open Student 0 0 75
Traditional Student 1 1 73 .01 X
15 Open Student 2 0 73
Traditional Student 2 0 73 .00 X
16 Open Student 59 0 16
Traditional Student 19 1 55 .54 X
17 Open Student 7 0 68
Traditional Student 0 0 75 .09 X
18 Open Student 0 0 75
Traditional Student 1 0 74 .01 X
19 Open Student 16 0 59
Traditional Student 0 0 75 .21 X
20 Open Student 2 4 69
Traditional Student 0 0 75 .03 X
21 Open Student 44 0 31
Traditional Student 5 2 68 . 52 X
22 Open Student 33 0 42
Traditional Student 0 1 74 .44 X
23 Open Student 33 1 41
Traditional Student 1 0 74 .44 X
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TABLE 7 (Continued)
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TABLE 7 (Continued)
No. of Responses • Null Hypothesis
Query Child Class
Teacher/
Other
Max.
/D/ Accept Reject
35 Open Student 72 0 3
Traditional Student 30 0 45 .56 X
36 Open Student 65 0 10
Traditional Student 30 0 45 .47 X
37 Open Student 46 0 29
Traditional Student 12 1 69 .45 X
38 Open Student 73 0 2 •
Traditional Student 5 0 70 .90 X
39 Open Student 53 0 22
Traditional Student 8 0 67 .60 X
40 Open Student 23 0 52
Traditional Student 2 0 73 .28 X
41 Open Student 33 0 42
Traditional Student 1 0 74 .43 X
42 Open Student 75 0 0
Traditional Student 6 1 68 .92 X
43 Open Student 42 3 30
Traditional Student 7 6 62 .47 X
44 Open Student 31 0 44
Traditional Student 30 1 44 .01 X
45 Open Student 2 16 57
Traditional Student 1 1 73 .02 X
46 Open Student 72 0 3
Traditional Student 4 0 71 .91 X
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TABLE 7 (Continued)
No. of Responses
•
Null Hypothesis
Query Child Class
Teacher/
Other
Max.
/D/ Accept Rej ect
47 Open Student 0 0 75
Traditional Student 1 0 74 .01 X
48 Open Student 15 5 55
Traditional Student 8 3 64 .12 X
49 Open Student 26 0 49
Traditional Student 5 0 70 .28 X
50 Open Student 11 3 61
Traditional Student 0 0 75 .19 X
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37. When you can make something special?
clay animal, etc.)
(card, booklet
38. What desk or seat you can sit in?
39. When you can come into the room in the morning?
(Can child decide to come in when he wants to?
Is the door kept locked?)
40. If you can eat a snack in your room?
cookie, milk)
(cracker.
41. What you will do in Math each day?
(Can child choose or decide or does
(Math Center)
teacher assign?)
42. When you can go to the toilet?
43. Whose job it is to water the plants in your room?
46. When you can get a drink?
49. When you*ve done enough reading for the day?
Summary of Responses for each Category on the Wlio Decides
For additional clarity, students* and teachers* responses are
examined for each of the categories, Child
,
Class
,
Teacher
,
and Other .
Chil d category A large difference between the Open Students*
perceptions and the perceptions of the Traditional Students* exists in
the category of Child decisions (Table 3, and Figure 2). Students in the
Open Classrooms responded to 46 per cent of the items in this category
while responses of students in the Traditional Classrooms amounted to 11
per cent for the same category. In comparison. Open Teachers* responses
accounted for- 63 per cent in this category while Traditional Teachers* re-
sponses accounted for 25 per cent.
The data indicate that both teachers and students in the Open
Classrooms perceive more student decision-making than do teachers and
students for the Traditional Classrooms. The data also indicate
both Open
and Traditional Teachers perceive students as making more
decision than
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do students perceive themselves as making.
Class category Teachers and students in both the Open and Tra-
ditional Classrooms responded to few items in the category of Class de-
cisions. Students in the Open Classrooms responded to 2 per cent of the
items in this category as compared to 1 per cent for the Traditional Stu-
dents. Teachers' responses for the same category amounted to 5 per cent
in the Open Classrooms and 1 per cent in the Traditional Classrooms. The
data suggests that for those items listed on the Who Decides, few are per-
ceived as class decisions.
Among those items which students and teachers perceive as class
decisions are as follows:
Wlio Decides:
2. What story your teacher will read to the class?
4. V\Hiat things will be at the Science Table (Center)?
(plants, animals, rocks, shells, bottles, etc.)
5. Where your class will go for a trip?
20. How the room is to be arranged? (Are students
involved in rearranging the room?)
21. Who erases the blackboards in your room?
25. What things should be in your room? (books, desks,
material s)
30. Where supplies are kept in your room? (paste,
scissors, paper, etc.)
33. IVhat kind of pictures you can draw or paint?
43. i'/hose job it is to water the plants in your room?
45. The rules in your room?
48. How many students can work at an Activity Center
(Corner, Table) at a time? (Are centers limited to
2 or 3 students at a time? If so, who decides?)
The plans or work for the class each day?50.
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Items 25 and 50 were viewed as Class decisions by only the Open
Teachers and Students. Item 33 was viewed as a class decision by only
the Traditional Teachers and Students.
Teacher category The greatest difference in responses exists in
the category, Teacher
. Students in the Traditional Classrooms perceive
84 per cent of the items as teacher-made decisions. The Traditional
Teachers are in close agreement. They perceive 70 per cent of the items
as teacher-made decisions.
-In comparison Open Students perceive 52 per cent of the items as
teacher-made while the Open Teachers responded to 28 per cent of the items
in this category.
The data for this category are similar to that of the Child cate-
gory and indicate that Traditional Teachers make more decisions than do
Open Teachers. As was found in the Child category, the data also indicate
that both Open and Traditional Teachers perceive students as making more
decisions than students perceive themselves as making (Table 3, and Figure
2 ).
The following, as perceived by the Open Students, are those items
in the Teacher category for which there was near agreement (within 95 per
cent) between Open Teachers and Open Students:
Who Decides:
5. IVhere your class will go for a trip?
13. When recess time is over?
14. ivTien it*s time to straighten-up (clean-up time) the
room?
15. How well you are doing in your work?
18. If you can work in another classroom or part of the
school? (gym, cafeteria, playground)
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30. Where supplies are kept in your room? (paste,
scissors, paper, etc.)
47. When you can go to the play-ground?
The following items are perceived by the Traditional Students as
those items for which there was near agreement with Traditional Teachers
(within 95 per cent) for the Teacher category:
Who Decides
:
1. How many pages or how much work to do in Math
everyday? (Math activity cards, etc.)
3. When you can tell something to the whole class?
6. Who can help you with your work? (Does teacher
assign another child or can child choose someone?)
8. If you can work at the blackboard?
10. How far or how many pages to read in your book?
(during Reading time)
14. When it's time to straighten-up (clean-up time) the
room?
15. How well you are doing in your work.
17. Wlien you can use the equipment in your room? (tape
recorder, film strip viewer, record player)
19. When you can listen to music?
20. How the room is to be arranged? (Are students
involved in rearranging the room?)
22. Wliat pages in workbooks (activity, cards) to do
every day?
23. If your work is to be hung up or displayed for others
to see? (painting, poem, story)
25. What things should be in your room? (books, desks,
materials)
26. When it's Reading time?
30. Where supplies are kept in your room? (paste,
scissors, paper, etc.)
p
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31. When to do Math (Arithmetic, Number work)?
38. What desk or seat you can sit in?
40. If you can eat a snack in your room? (cracker,
cookie, milk)
41. What you will do in Math each day? (Math Center)
(Can child choose or decide or does teacher assign?)
46. When you can get a drink?
49. When you've done enough Reading for the day?
50. The plans or work for the class each day?
Other category Responses which did not fit the first three cate-
gories (Child, Class, Teacher) were recorded in the category. Other. Less
than 4 per cent of the responses for both Open and Traditional Classrooms
appeared in this category (Table 3, and Figure 2). The teachers included
scheduled activities, e.g., times for lunch and recess, dismissal, sub-
ject area specialists--art
,
music and physical education, and activities
involving student leaders or helpers, in this category. Children often
viewed these items as teacher-made decisions. Some children perceived the
principal as deciding the rules, dismissal, field trips and recess time.
Many students viewed their parents as deciding what kinds of things they
could bring or take home from school.
Among those items for which students and teachers responded in the
category. Other
,
are as follows:
Who Decides
:
2. What story your teacher will read to the class?
5. Where your class will go for a trip?
7. What kinds of things students can bring to school?
13. When recess time is over?
14. When it's time to straighten-up (clean-up time) the
room?
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18. If you can work in another classroom or part of the
school? (gym, cafeteria, playground)
19. When you can listen to music?
25. Wliat things should be in your room? (books, desks,
materials)
27. IVhen you can sharpen your pencil?
28. IVhen you can paint or draw pictures?
33. What kind of pictures you can draw or paint?
37. When you can make something special? (card,
booklet, clay animal, etc.)
39. When you can come into the room in the morning? (Can
child decide to come in when he wants to? Is the door
kept locked?)
40. If you can eat a snack in your room? (cracker,
cookie, milk)
43. Wliose job it is to water the plants in your room?
45. The rules in your room?
47. Wlien you can go to the playground?
Children's Comments
Children's spontaneous comments were recorded on the questionnaire
in the space provided under the category, Other . The following are re-
presentative samples of students' responses:
Open Classroom
V/ho Decides
:
7. l\fhat kinds of things students can bring to
school?
"Mostly the teacher"
"We can't bring toy guns"
"Mother"
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15. How well you arc doing in your work?
"Usually the teacher because she writes
comments on my work."
"The teacher tells me."
17. V.Tien you can use the equipment in your room?
"Mostly the teacher"
"Sometimes me"
"Sometimes we must get teacher permission"
"Only the teachers can use the equipment"
20. How the room is to be arranged?
25. What things should be in your room?
30. Where supplies are kept in your room?
"Mostly teachers do that by themselves"
"Sometimes we tell the teacher about things we
want"
"Teachers decide but we move them if we don't like
where they are kept"
"Fire marshalls decide that"
"Sometimes the kids"
"The teacher usually tells us where to put things"
28. Wiien you can draw or paint pictures?
"To paint we must get permission"
"I can draw but not paint when 1 want"
"Not paint!"
44. When your work is finished?
"We must do five job cards and them we decide"
"I think I do"
"Mostly the teachers"
"Teachers check our work"
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Traditional Classroom
Who Decides:
11. When you can talk or whisper to a friend in your
room?
"The teacher says we can never do that"
"We can whisper but we are not to talk"
17. When you can use the equipment in your room?
"We can’t use the equipment. Teacher's won't
let us"
"The teacher doesn't want us to use the equipment"
27. When you can sharpen your pencil?
"After the teacher is done talking"
"As long as the teacher is not talking"
"We have certain time of the day when we do that"
33. What kind of pictures you can draw or paint?
"We can if the teacher doesn't tell us, but she usually
does"
"The teacher usually tell us"
34. When you can go to an Activity Center?
"Depends upon how good you've been"
"Only if someone is copying from your work"
"If we don't get too noisy"
"After our work is done"
44; When your work is finished?
"We never know when our work is finished"
"We show our work to the teacher"
"We can go home when our work is finished"
"The teacher tells us"
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Five items on the Who Decides instrument did not discriminate
between the Open or Traditional Classrooms. There was near unanimous
agreement between the students and the teachers that these five items
were teacher-made decisions. They are as follows:
Who Decides:
5. Where your class will go for a trip?
13. IVhen recess time is over?
14. When it's time to straighten-up (clean-up time) the
room?
18. If you can work in another classroom or part of the
school? (gym, cafeteria, playground)
47. When you can go to the playground?
Chapter V presents a summary and conclusions based on the five re-
search hypotheses of this study. The summary recapitulates the major find-
ings of this study and suggests implications for future research.
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CHAPTER V
SUMMARY AND CONCLUSIONS
The purpose of this study was to examine and compare student
decision-making in selected Open and Traditional Primary Classrooms.
The study sought to examine and compare student decision-making as per-
ceived by students and teachers for selected classroom activities in
both Open and Traditional Classrooms. The study was expected to yield
data indicating the congruence between students' and teachers' per-
ceptions at the time of testing. Congruence between the perceptions of
the Open Students and Teachers was compared with the perceptions of Tra-
ditional Students and Teachers.
Summary of the Findings of This Study
Findings for the selected Open and Traditional Classroom subjects
related to the five research hypotheses of this study are summarized be-
low :
Hypothesis 1: Students in the Open Classrooms perceive
significantly more student-made decisions
than do the students in the Traditional
Classrooms
.
Hypothesis 2: There is a significant difference in the
perceptions of Open Teachers and Open Stu-
dents regarding the decision-maker for
95
nearly half the items on the Who Decides
instrument. Variance in student and teach-
er perceptions occur in all areas of planning
and scheduling, housekeeping and organization
and the academic areas.
Hypothesis 3: There is a significant difference in the per-
ceptions of Traditional Students and Traditional
Teachers regarding the decision-maker for ap-
proximately one-third the items on the Who
Decides instrument. Traditional Students and
Teachers are more alike in their perceptions
regarding the decision-maker than are the Open
Students and Teachers. As in the Open Class-
rooms, variance in Traditional Student and
Teacher perceptions occurred in all areas of
planning and scheduling, housekeeping and
organization and the academic areas.
Hypothesis 4: Tliere is a significant difference in the per-
ceptions of Open and Traditional Teachers re-
garding the decision-maker for the majority of
the items on the V;i\o Decides instrument. Open
and Traditional Teachers are in agreement for
only one-fifth of the items on the instrument.
Items dealing with planning and scheduling,
housekeeping and organization are those areas
for which teachers are most in agreement.
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Hypothesis 5: There is a significant difference in the per-
ceptions of Open and Traditional Students re-
grading the decision-maker for the majority of
the items on the Wlio Decides instrument. Stu-
dents from both classrooms are in agreement for
only one-third of the items on the instrument.
Greatest variance in Open and Traditional Stu-
dents' perceptions occurred in the areas of
housekeeping and organization, and the academic
areas
.
Findings for each of the categories on the Wlio Decides instrument
are summarized below:
Child Category There is a significant difference in the number
of responses between the Open and the Traditional
Classrooms. Students and teachers from the Open
Classrooms perceive more student made decisions.
Teachers from both types of classrooms perceive
students as making more decisions than do the
students perceive themselves as making.
Class Category There is no significant difference in the number
of responses between Open and Traditional Class-
rooms or between students' and teachers' re-
sponses in these classrooms. Students and teach-
ers from both types of classrooms perceive few
items on the IVlio Decides instrument as class-made
decisions
.
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Teacher Category There is a significant difference in the ruunber
of responses between the Open and Traditional
Classrooms. Traditional Students and Teachers
perceive more teacher made decisions than do
the Open Students and Teachers. Students from
both types of classrooms perceive more teacher-
made decisions than do the teachers perceive
themselves as making.
Other Category There is no significant difference in the number
of responses between Open and Traditional Class-
rooms or between students' and teachers' re-
sponses in these classrooms. Students and
teachers from both types of classrooms perceive
few items on the Who Decides instrument as be-
ing made by someone other than the child, class,
or the teacher.
Conclusions
The conclusions drawn from this study are interpreted in relation to
those specific classrooms investigated. Whether similar conclusions might
be drawn for other Open and Traditional Classrooms or for other grade levels,
remains to be tested by future researchers.
Conclusions relating to each hypothesis are presented below. Re-
commendations for future research appear at the end of this chapter.
Conclusions Relating to Hypothesis One
Students from the Open Classrooms perceive themselves as making a
significant number of classroom decisions. They perceive opportunities
for
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decision-making in the areas of planning and scheduling of the content
areas such as reading, writing, arithmetic and for administrative acti-
vities such as housekeeping functions in the classroom. Open Students
also perceive decision-making in the academic areas for such things as
what book to read, number of pages in workbooks to do, what to do in
math each day and what one will write a story about. In contrast. Tra-
ditional Students perceive themselves as making few classroom decisions
especially in the content areas.
Conclusions Relating to Hypothesis Two
Although there is a significant amount of student decision-making
in the Open Classrooms, a variance exists between students' and teachers'
perceptions. The data suggest that not all students perceive the same
opportunities for decision-making or that teachers may be wrong in their
perceptions of the opportunities they provide for student decision-making.
Some of the items for which there was the greatest variance are
as follows, (Appendix C)
Who Decides :
49. tVhen you've done enough Reading for the day?
19. When you can listen to music?
40. If you can eat a snack in your room?
45. The rules in your room?
32. What you can take home from school?
48. How many students can work at an Activity Center at
a time?
Although teachers perceived the above items as student-made de-
cisions, students perceived them as teacher-made.
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Conclusions Relating to Hypothesis Three
Students in the Traditional Classrooms perceive few opportunities
for student decision-making. They view most of the items on the instru-
ment as teacher-made decisions. As was found in the Open Classrooms, there
IS a variance between teachers' and students' perceptions. Traditional
Teachers perceive more opportunities for student decision-making than do
their students. IVhen filling out the questionnaire for this study, most
Traditional Teachers were surprised with the number of teacher-made de-
cisions in their classrooms. They tended to viev/ their classrooms as
more student-orientated than the items on the instrument suggest. The
following are representative samples of their comments:
"I learned a lot about myself and my classroom. I learned that
the principal and I establish more rules than I had realized."
"Aftqr filling out the questionnaire I was depressed. I real-
ized my classroom is not what I would like it to be. I am making
most of the decisions."
"I'll be glad to see the results. I suspect I perceive the kids
making more decisions than they actually are."
Conclusions Relating to Hypothesis Four
The greatest variance in perceptions occurred between the Open
Teachers and the Traditional Teachers. From the review of the literature,
one would expect tliis. Open Teachers view their students as actively in-
volved in making decisions and in fashioning their learning environment.
In contrast, students in Traditional Classrooms have numerous regulations
covering almost every contingency and relating to every aspect of their
life in school. Routine and piocedurc are generally imposed by the teacher.
The following are some of the items for which there was the great-
est variance between Open and Traditional Teachers' responses (Appendix C)
.
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Who Decides:
38. What desk or seat you can sit in?
31. Wlien to do Math?
37. Wlien you can make something special?
39. Wlien you can come into the room in the morning?
24. Wliat to do when you come into the room in the morning?
46. IViien you can get a drink?
21. IVlio erases the blackboard in your room?
42. Wlien you can go to the toilet?
19. Wien you can listen to music?
6. Wio can help you with your work?
10. How far or how many pages to read in your book?
Conclusions Relating to Hypothesis Five
As was pointed out in hypothesis three, students in Traditional
Classrooms perceive few opportunities for decision-making whereas stu-
dents in the Open Classrooms do. The greatest variance in their perceptions
occurred for the following items (Appendix C)
.
Wlio Decides:
42. When you can go to the toilet?
46. Wlien you can get a drink?
38. What desk or seat you can sit in?
6. Who can help you with your work?
29. Wiat book to read during Reading time?
How far or how many pages to read in your book?10 .
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Cpnclusions Relating to the Four Categories on the IVho Decides In 5>tmm.»nf
As was pointed out earlier in this chapter, students and teachers
from the Open Classrooms perceive more student decision-making than do the
Traditional Students and Teachers. A variance between students' and
teachers' perceptions exists in both the Open and Traditional Classrooms.
Students and teachers from both types of classrooms perceive few
items on the instrument as Class made decisions. Since students' per-
ceptions tend to agree with their teachers' expressed perceptions regard-
ing class decisions, the nature of group decision-making is evidently
minimal in both the Open and Traditional Classrooms, at least for those
items as listed on the instrument.
Student responses for the category Other were most generally found
to be adult-made. Another teacher, the principal, an aide or the parent
were common student responses.
In summary, the major findings for this study show: (1) students
in the Open Classrooms perceive more opportunities for decision-making than
do the Traditional Students, (2) the Open Teachers perceive more oppor-
tunities for student decision-making than do the Traditional Teachers, and
(3) there is a variance in both Open and Traditional Teachers' perceptions
from those of their students.
IMPLICATIONS
If indeed decision-making is a goal of Open Educators, this study
gives some evidence that the organization of the Open Classroom does pro-
vide for greater student decision-making.
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The variance in responses between the students and teachers from
the Open and Traditional Classrooms indicate that not all students per-
ceive the same opportunities for decision-making. This tends to bear
out the perceptual theory that exposure to an event does not ensure the
same perceptions on the part of all participants.
If teachers are interested in knowing children's perceptions of
classroom procedures, then they must have some means of identifying the
congruence between their perceptions and those of their students. The
instrument and procedures used in this study can aid teachers in identi-
fying the areas for which children perceive decision-making roles in the
classroom which in turn should lead toward a better understanding of
children's behavior. As a result of this information, teachers can
verify their perceptions as well as the perceptions of their students,
and as needed, change classroom procedures to be more in keeping with the
goals that both teachers and students value.
Schools of teacher preparation, teacher academies, pre-service and
in-service programs and the like could all make good use of the WIio Decides
instrument or employ other means for obtaining meaningful feedback regard-
ing students' and teachers' perceptions of decision-making roles.
A variance in students' and teachers' perceptions was evident in
both the Open and Traditional Classrooms. A variety of explanations sug-
gest themselves.
One explanation of this finding lies in social theories of insti-
tutional life. From this viewpoint, the discrepancy between teachers and
students is rooted in differences in perceptions of power commonly held
by different classes of people in institutions. Pupils tend to view
the
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teacher as having power over them--one who directs and controls classroom
events. The fact that the Traditional Students' perceived few opportunities
for decision-making could be that they viewed their teachers as having al-
most total power over their classroom environment.
A second explanation, and one that talks specifically to this
study, is the belief that teachers seldom check their perceptions against
their pupils' perceptions. Children may not be aware of the opportunities
for decision-making in their classrooms. On the other hand, students may
perceive the teachers' indirect communication that decisions have to
satisfy the teacher even though the teacher thinks she allows children
to decide. As was found in the literature, teachers tend to convince
themselves that they are involving students in making decisions when in
fact they are not. Numerous studies also indicate that teachers over-
estimate the desire of students for greater involvement in decision-making.
This would all suggest that teachers periodically check their perceptions
against their pupils' expressed perceptions.
Two observations for this study stand out. First, children in both
Open and Traditional Classrooms did not perceive the opportunities for de-
cision-making which were available to them at least as perceived by their
teachers. If we as educators are to achieve our goals of preparing children
for effective democratic citizenship and for becoming fully functioning
individuals, then schools must not only provide opportunities for decision-
making, but must also encourage greater awareness of the opportunities for
decision-making which exist. If Open Teachers perceive students as de-
ciding how well they are doing in their work, then it is important that
Open Teachers create the awareness of that opportunity to their
students.
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A second observation from the findings in this study is that Open
Students do in fact perceive themselves as making a significant number of
decisions in their classrooms. The literature indicates that Open Teachers
value student participation in shared classroom decision-making. This is
evident in the way they organize their classrooms. and in their interaction
with their students. The Open Teachers’, by their responses to items on
the Evans Teacher Questionnaire and on the Who Decides instruments again
confirmed this belief.
Because of the need for a more humane and responsive form of edu-
cation, the Open Classroom offers educators a viable alternative for
education today. Through an understanding of its salient features and
identifying characteristics. Open Education offers teachers an opportunity
to assist students in becoming autonomous, self-motivated, and self-
directed learners. ' .
In this rapidly changing world of needs and values, we as edu-
cators should be concerned not only with educating children for their
future, but for the present. We need to allow children ro live each day
as an exciting day in its own right, not just a preparation for some future
called "adulthood" or for learning to earn a living. Living each day as
a whole and the whole of each day should be one of the primary concerns of
good classroom teachers.
Much of the overconformity in American society today could in part
be the result of telling generations of children when they can go to the
toilet or get a drink, who can help them with their work, what book to
read- -how far or how many pages, or what story to write about.
Educators
who value the child's ability to act independently and to assume
respon-
sibility for his behavior and who believe in freedom of choice
will create
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a learning environment which will involve children in the decision-making
process. They will also help students realize the opportunities for de-
cision-making which are available to them and will provide opportunities
for evaluating decisions which are made.
Although involving students in the decision-making process is one
of the elements of the Open Classroom, as was pointed out in the lite-
rature, quality rather than quantity of decisions is the prime concern of
Open Educators. Choosing to work at a given activity center may be im-
portant for a particular child at a given period of time, but what the
child does while there- -the guidance from the teacher and the child’s
interaction with materials and other students is the essence of Open
Education.
It is the unique role of the teacher as guide and facilitator of
learning rather than an imparter of knowledge that distinguishes the Open
Classroom from other educational approaches.
Those desiring to implement the Open Concept, without a critical
examination of the ideas and practices of good Open Classrooms, will likely
fall prey to the permissive and sloppy teaching for which education is so
often criticized.
If, in examining the concept of Open Education, it encourages and
fosters a fresh examination of what we are doing today, if it helps edu-
cators to examine and develop their own assumptions about children, learn-
ing, and knowledge, then. Open Education will have served a valuable pur-
pose .
Recommendations for future research include:
1. Replication of this study using a larger sample. Would
there be greater congruence between students' and teachers
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perceptions regarding decision-making?
2. Replication of this study using students in the inter-
mediate grades. Do students in grades three and four
or in grades five and six perceive more opportunities
for decision-making? If so, in what areas? Is there
greater congruence between students' and teachers'
perceptions as students get older?
3. Further examination as to why there is a discrepancy
between students' and teachers' perceptions. Are
teachers realistic or correct in their perceptions of
the opportunities that are available to students? Do
teachers perceive themselves as decision-makers?
4. IVhat are the cultural and home limitations upon student
decision-making? Do students from various cultural
backgrounds perceive the same opportunities for de-
cision-making? Do students from homes which do not
encourage independence and decision-making, view them-
selves as decision-makers at school? How congruent or
supportative must the home and school environments be
to reinforce student decision-making?
5. What effect do those in power or control (administrators,
teachers) have toward constraining those with less power
(students, teachers) from making decisions? Do teachers
permit little student decision-making because they feel
constrained? If teachers change their behaviors or ac-
tivities so as to allow greater student decision-making.
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does this change the power relationship between the
student and the teacher?
6. A comparative study of Open and Traditional Teachers’
perceptions with their administrators' (principals,
supervisors) perceptions regarding student decision-
making. Is there a correlation between teacher scores
and their administrators scores as to the amount and
type of student-made decisions?
7. What effect do urban and suburban areas have upon stu-
dent decision-making? Are teachers from one area or
the other more likely to involve students in decision-
making?
8. Kow do students who are actively involved in the de-
cision-making process feel or adjust when placed in
a new school environment which allows little student
decision-making? Are they labeled as discipline pro-
blems? Are they viewed as class leaders?
9. The revision of this instrument or the development of
an instrument which more closely delineates the kinds
of decisions students make.
10. The need to examine the factors involved in decision-
making and the process by which students make choices.
There is a need to examine decision-making in a variety
of ways.
11. Documentation of the decision-making patterns of teach-
ers and students in various types of classrooms.
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12. Development of a conceptual model for pre-service and
in-service teacher training for sliared decision-making.
An identification of the strategies used by both Open
and Traditional Teachers to develop decision-making
skills is needed.
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APPENDIX A
RESEARCH INSTRUMENTS IN ORIGINAL FORM
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APPENDIX A
Directions for Administering the "Who Decides" Questionnaire
1. Ask each child individually and orally to determine who makes the
decisions in his classroom for each of the items on the questionnaire
Preface each question with "IVho Decides." Use category "Other" to
record information volunteered by the child, or for responses which
do not correspond with the categories listed. The examiner should
help the child become aware of the meaning of "Decides." It can be
pointed out that decides is like choosing, and the following quest-
ions might be used to illustrate:
Who Decides Child Mother Father Other
1. What you wear to school?
2. What you eat for breakfast?
3. Who you play with after school?
4. When it's time to buy a new car?
2. The teacher will fill out the questionnaire during the same period
the children are being questioned. Some procedures may vary in the
classroom from time to time, but the teacher is asked to determine,
generally, who makes the decision for each item.
3. It is important that only one response be recorded for each item.
Where this is impossible the category in which the decision is most
frequently made will be identified by a double check.
4. It may be necessary to ask follow-up questions such as: "Wl\o de-
cided to do it that way?"
5. Because of the length of the Questionnaire, one half of the Quest-
ionnaire will be administered at each of two sessions.
B. J. Wolfson
University of Wisconsin-Milwauke
Rev. April, 1969
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Name
School
Date
Teacher
"Who Decides" Questionnaire
Generally, in your classroom, who decides:
o
H-
Cu
o
H
o
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o rt
p D*
Ui 0) (1)
(/) •-<
1. Where to keep scissors in your room?
2. When you can talk or whisper to a
friend in your room?
3. IVliere you can hang your coat? (Did
teacher assign a locker, or hook,
or did child choose?)
4. When you can make something special?
(i.e., card, booklet, picture, etc.)
5
.
IVhen you can come into the room in the
morning? (i.e., Can child decide to
come in when he wants to? Is the door
kept locked?) i
6. When your work is finished?
7. When you can get a drink?
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Generally, in your classroom, who decides: n n
H
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8. What to keep in your desk (or
drawer)
?
9. Where to keep Arithmetic books or
workbooks in your room?
10. What book to read during free time?
11. The plans or work for the class?
12. Where to keep your desk?
13. When recess time is over?
14. UTien you can talk to your teacher
during the day?
15. IVhat book to read during Reading
time?
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Generally, in your classroom, who decides:
H
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16. When you can write a story?
17. How many pages, or how much work to
do in Arithmetic everyday?
18. If you can get out of your seat?
19. IVhen you can use paste?
20. Whose job it is to water the plants
in your room?
21. Who your special friends in school
will be?
22. IVhen it's Music time?
23. Wl-iat kind of pictures you can draw
during Art?
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Generally, in your classroom, who decides: orr
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24. How many work pages to do every day?
25. Where your class will go for a trip?
26. Vdiat story your teacher will read to
the class?
27. When you can get up to throw some-
thing away?
28. When it's time to clean your desk?
29. If you can work at the blackboard?
30. When you've done enough reading for
the day?
31. If you can get a piece of paper?
Generally, in your classroom, who decides:
H
32. How far or how many pages to read
in your book? (during Reading Time)
33. The rules in your room?
34. Wlien to do Arithmetic (or Math or
Number work)?
35. What to do when you finish your work?
(Can the child choose what to do
next, or does the teacher assign?)
36. Wlien you can tell something to the
whole class?
37. When you can go to the toilet?
38. When you can use the tape recorder?
39. Who feeds the animals?
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Generally, in your classroom, who decides:
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40. IVhen it's Reading time?
41. What you can take home from school?
42. What desk or seat you can sit in?
43. Whose job it is to clean the black-
board?
44. When you can use the film strip
viewer?
45. When you can use a scissors?
46. When you can sharpen your pencil?
47. Wliat you can write a story about?
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Generally, in your classroom, who decides: ny
H*
t—
•
CL
n
I—
p
(/»
(/)
H
(1)
P
o
S'
n»
o
rf
cr
0)
H
48. When you can work with Mrs. Staples?
(the remedial reading specialist)
49. IVhat to do when school starts in the
morning?
50. Who can help you with your work?
(Does teacher assign another child
or can child choose someone?)
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EVANS TEACHER QUESTIONNAIRE
Instructions : For each of the following statements, circle the number
which most closely expresses your estimate of the extent to which the
statement is true of your o\m classroom. If the statement is absolutely
not the case, circle "1"; if it is very minimally true, choose "2." Ifthe statement generally describes your classroom, choose "3"- if it is
absolutely true choose ”4." ’
strongly strongly
disagree disagree agree agree
1. Texts and materials are sup-
plied in class sets so that
all children may have their
own
. 12 3 4
2. Each child has a space for his
personal storage and the major
part of the classroom is organ-
ized for common use. 1 234
3. Materials are kept out of the
way until they are distributed
or used under my direction. 1 234
4.
Many different activities go on
simultaneously. 1 2 3 4
5. Children are expected to do their
o\vn work without getting help
from other children. 1
6. Manipulative materials are sup-
plied in great diversity and
range, with little replication. 1
7. The day is divided into large
blocks of time within which
children, with my help, deter-
mine their own routine. 1
8. Children work individually and
in small groups at various
activities
.
9. Books are supplied in diversity
and profusion (including ref-
erence books, children's lite-
rature) .
2 3 4
2 3 4
2 3 4
2 3 4
\
1 2 3 4
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strongly
disagree
10. Children are not supposed to
move about the room without
asking permission. 1
11. Desks are arranged so that
every child can see the black-
board or teacher from his
desk. I
12. The environment includes mate-
rials I have developed. l
13. Common environmental materials
are provided. 1
14. Children may voluntarily use
other areas of the building
and schoolyard as part of their
school time. 1
15. Our program includes use of the
neighborhood. 1
16. Children use "books" written by
their classmates as part of
their reading and reference
materials. 1
17. I prefer that children not talk
when they are supposed to be
working. 1
18. Children voluntarily group and
regroup themselves. 1
19. The environment includes materials
developed or supplied by the
children. 1
20. I plan and schedule the child-
ren's activities through the
day. 1
21. I make sure children use mate-
rials only as instructed. 1
disagree
2
2
2
2
2
2
2
2
2
2
2
2
agree
3
3
3
3
3
3
3
3
3
3
3
3
strongly
agree
4
4
4
4
4
• 4
4
4
4
4
4
4
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22 .
23.
24.
25.
26.
27.
28.
29.
30.
31.
32.
33.
34.
strongly strongly
disagree disagree agree agree
I group children for lessons
directed at specific needs. i
Children work directly with
manipulative materials. l
Materials are readily accessible
to children. \
I promote a purposeful atmos-
phere by expecting and enabling
children to use time productively
and to value their work and learn-
ing. 1
I use test results to group child-
ren in reading and/or math. 1
Children expect me to correct
all their work. 1
I base my instruction on each
individual child and his inter-
action with materials and equip-
ment
. 1
I give children tests to find out
what they know. 1
The emotional climate is warm
and accepting. 1
The work children do is divided
into subject matter areas. 1
My lessons and assignments are
given to the class as a whole. 1
To obtain diagnostic information,
I observe the specific work or
concern of a child closely and
ask immediate, experience-based
questions. 1
I base my instruction on curric-
ulum guides or the text books for
the grade level I teach. 1
2
2
2
2
2
2
3
3
3
3
3
3
4
4
4
4
4
4
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35.
36.
37.
38.
39.
40.
41.
42.
43.
44.
45.
%
46.
47.
strongly
disagree
I keep notes and write in-
dividual histories of each
child's intellectual, emotional,
and physical development.
I have children for just one
year.
2.
The class operates within clear
guidelines, made explicit. l
I take care of dealing with con-
flicts and disruptive behavior
without involving the group. l
Children's activities, products
and ideas are reflected abundantly
about the classroom. i
I am in charge. 1
Before suggesting any extension
or redirection of activity, I
give diagnostic attention to the
particular child and his partic-
ular child and his particular
activity. 1
The children spontaneously look
at and discuss each other's work. 1
I use tests to evaluate children
and rate them in comparison to
their peers. 1
I use the assistance of someone
in a supportive advisory capacity. 1
I try to keep all children within
my sight so that I can be sure
they are doing what they are sup-
posed to do. 1
I have helpful colleagues with
whom I discuss teaching ideas. 1
I keep a collection of each
child's work for use in evalua-
ting his development. 1
disagree
2
2
2
2
2
2
2
2
2
2
2
2
2
agree
3
3
3
3
3
3
3
3
3
3
3
3
strongly
agree
4
4
4
4
4
4
4
4
4
4
4
4
3 4
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strongly strongly
disagree disagree agree agree
48.
Evaluation provides infor-
mation to guide my instruc-
tion and provisioning for tke
classroom. \ 23449.
Academic achievement is my top
priority for tke children. 1 2 3 4
50.
Children are deeply involved in
what they are doing through the
day. 1 2 3 4
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SCORING KEY
FOR THE EVANS TEACHER QUESTIONNAIRE
APPENDIX B
RESEARCH INSTRUMENT AS MODIFIED FOR THIS STUDY
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APPENDIX B
Directions for administering the "Who Decides" Questionnaire:
1.
Ask each child individually and orally to determine who makes the de-
cisions in his classroom for each of the items on the questionnaire
Preface each question with "Who Decides." Use category "Other" to
record information volunteered by the child, or for responses which
do not correspond with the categories listed. The examiner should
help the child become aware of the meaning of "Decides." It can be
pointed out that decides is like choosing, and the following questions
might be used to illustrate:
Who Decides Child Mother Father Other
1. What you wear to school?
2. What you eat for breakfast?
3. Wlio you play with after school?
4. When it's time to buy a new car?
2.
The teacher will fill out the questionnaire for her group of children
or class as she perceives the decision-maker for each of the items on
the questionnaire. Some procedures may vary in the classroom from
time to time, but the teacher is asked to determine, generally, who
makes the decision for each item.
3.
The teacher will fill out the questionnaire for each child questioned
as she perceives the decision-maker for each item on the questionnaire.
Some procedures may vary for each child from time to time, but the
teacher is asked to determine, generally, who makes the decision for
each item.
4. It is important that only one response be recorded for each item.
Wliere this is impossible the category in which the decision is most
frequently made will be identified by a double check.
5. It may be necessary to ask follow-up questions such as: "Wlio decided
to do it that way?"
6.
In some classrooms it may be necessary to explain the meaning of "ac-
tivity centers" (#4, 9, 34, 48). Ask probing questions such as: "Is
there another area or place in the classroom, hall, etc., where stu-
dents may 'Work other than their desk or usual work area?" IVhen possible,
the examiner should obtain this information from the teacher prior to
administering.
Developed by: Revised by:
B. J. Wolfson
University of Wisconsin-Milwaukee
April, 1969
Michael P. Cussen
School of Education
University of Massachusetts
April, 1972
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Name
School
Date
Teacher
"Who Decides" Questionnaire
Generally, in your classroom, who decides:
n n
H
cs
w o
tr t—
•
o rt
H* po cr sr
t—
•
t/1 (1) (1)
CL w
1 . How many pages or how much work to do
in math everyday? (Math activity
cards, etc.)
1
2. What story your teacher will read to
the class?
1
3. When you can tell something to the
whole class?
4. What things will be at the Science
Table (Center)? (plants, animals,
rocks, shells, bottles, etc.)
5. Wliere your class will go for a trip?
6. Who can help you with your work?
(Does teacher assign another child
or can child choose someone?)
7. What kinds of things students can
bring to school?
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Generally, in your classroom, who decides:
i”*
tx
n
h-
•
(U
(/)
in
H
rt
P
o
P-
i
O
rt
3*
a
1
8. If you can work at the blackboard?
•
9. IVhat activity Center (Corner, Table)
you can go to?
10. How far or how many pages to read
in your book? (during Reading
time)
11. IVlien you can talk or whisper to a
friend in your room?
12. V^at to keep in your desk (drawer,
locker, cubbie)?
13. When recess time is over?
14. Wlien it’s time to straighten-up
(clean-up time) the room?
15. How well you are doing in your work?
Generally, in your classroom, who decides;
n n (U o
XT »-• o rt
H- sr
»—< (/) o (0
0- w
16. When you can write a story or poem?
17
. hTien you can use the equipment in
your room? (tape recorder, film
strip viewer, record player)
18. If you can work in another classroom
or naTt nf tVip <sr*hr»n1 ? t rT\nri
cafeteria, playground)
19. When you can listen to music?
20. How the room is to be arranged?
(Are students involved in re-
arranging the room?)
21. Who erases the blackboards in your
room?
22. What pages in workbooks (activity-
cards) to do every day?
23. If your work is to be hung up or
displayed for others to see?
(painting, poem, story)
_
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GenGrally, in your classroom, who decides: ny
H-
CL
n
t—
>
to
w
irt
H
(D
fo
o
cr
o>
H
O
rt
S'
(D
24. What to do when you come into the room
in the morning? (Are students free r
to move about the room or are they to
report to an assigned seat or area?")
25. What things should be in your room?
(books, desks, materials)
26. When it's Reading time?
27. When you can sharpen your pencil?
28. When you can paint or draw pictures?
29. What book to read during Reading
time?
30. Where supplies are kept in your
room? (paste, scissors, paper,
etc.
)
31. When to do Math (Arithmetic, Number
Work?)
136
Generally, in your classroom, who decides:
H
n n p O
t—> o r»
H* (0 tr
w <0 (0
D. (/)
32. What you can take home from school?
33. Wliat kind of pictures you can draw
or paint?
34. When you can go to an Activity Center
(Interest Center, Table)?
35. Wliat you can write a story about?
36. IVhen you can talk to your teacher
during the day?
37. Wlien you can make something special?
(card, booklet, clay animal, etc.)
38. What desk or seat you can sit in?
39. When you can come into the room in the
morning? (Can child decide to come in
when he wants to? Is the door kept
locked?
)
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Generally, in your classroom, who decides: nS'
H-
o-
n
t—
•
p
I/)
v>
H
(V
P
o
S'
(0
i
o
r»
S'
fO
1
40. If you can eat a snack in your room?
(cracker, cookie, milk)
41. IVhat you will do in math each day?
decide or does teacher assign?)
42. When you can go to the toilet?
43. Miose job it is to water the plants
in your room?
•
44. When your work is finished?
45. The rules in your room?
46. \^en you can get a drink?
47. When you can go to the playground?
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Generally, in your classroom, who decides: n o V O»—
•
n rt
p sr or
w (V
t/> i
48. How many students can work at an Acti-
vity Center (Corner, Table) at a time?
(Are centers limited to 2 or 5 students
at a time? If so, who decides?)
49. IVlien you've done enough reading for
the day?
50. The plans or work for the class each
day?
APPENDIX C
DATA FROM THE STUDY
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TOTAL NUMBER OF CHILD RESPONSES FOR EACH CATEGORY
WHO DECIDES
Generally, in your classroom, who decides:
1 = Open Classroom
H
2 = Traditional Classroom n n 2 o
3* *-• O r+
H- ta 3- sr
*-• W (0 O
ex. w i-j H
1. How many pages or how much work to do
in math everyday? (Math activity 39 36 1
cards, etc.)
5 70 2
2. What story your teacher will read to
the class? 30 42 3 1
20 23 32 2
3. IVhen you can tell something to the
whole class? 35 40 1
6 69 2
4. What things will be at the Science
Table (Center)? (plants, animals,
rocks, shells, bottles, etc.)
29 10 18 18 1
17 1 42 15 2
5. Where your class will go for a trip? 75 1
61 14 2
6. Who can help you with your work?
(Does teacher assign another child
or can cliild choose someone?)
71 3 1 1
19 41 15 2
7. What kinds of things students can
bring to school? 69 6
53 1 6 15 2
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Generally, in your classroom, who decides:
n n
H
0)
p O
sr H-* o r+
H- P p" P“
h-
•
w p (5
CU w
8. If you can work at the blackboard?
54 18 3 1
4 71 2
9. What activity Center (Corner, Table)
74 1 . 1 .yUU L>cill go LU j
57 18 2
10. How far or how many pages to read
in your book? (during Reading 70 4 1 1
time)
17 58 2
11. When you can talk or whisper to a
friend in your room? 73 2 1
34 41 2
12. What to keep in your desk (drawer,
locker, cubbie)? 75 1
43 32 2
13. When recess time is over? 1 74 1
53 22 2
14. When it’s time to straighten-up
(clean-up time) the room?
2 73 1
4 71 2
15. How well you are doing in your work? 28 24 23 1
2 1 67 5 2
Generally, in your classroom, who decides:
H
n n p O3* I—* o
H- p xr
t—
•
w (D
(X Vt
16. When you can write a story or poem? 73 2 1
26 49 2
17. When you can use the equipment in your
29 31 15 1
xuujii: rccoruer, ruin strip
viewer, record player)
75 2
18. If you can work in another classroom
or part of the school? (gym,
cafeteria, playground)
60 15 1
75 2
19. When you can listen to music? 55 20 1
•
75 2
20. How the room is to be arranged?
(Are students involved in re-
arranging the room?)
20 51 4 1
1 10 64 2
21. Wlio erases the blackboards in your
room?
68 2 2 3 1
13 62 2
22. What pages in workbooks (activity-
cards) to do every day?
39 33 3 1
75 2
23. If your work is to be hung up or
displayed for others to see?
(painting, poem, story)
55 16 4 1
38 1 36 2
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Generally, in your classroom, who decides:
H
n n P O
ar 1—
>
o r»
H- p =r 3“
t—
•
w O
D- in 1
24. What to do when you come into the room
in the morning? (Are students free 74 1 1
to move about the room or are they to
report to an assigned seat or area?") 14 59 2 2
25. What things should be in your room?
rbnr>k a 1 28 2 43 2 1
3 70 2 2
26. When it's Reading time?
36 39 1
1 74 2
27. When you can sharpen your pencil? 75 1
48 27 2
28. When you can paint or draw pictures? 74 1 1
30 1 44 2
29. What book to read during Reading 63 10 2 1
time?
31 44 2
30. Where supplies are kept in your 2 13 59 1 1
room? (paste, scissors, paper,
etc.) 75 2
31. When to do Math (Arithmetic, Number 66 9 1
Work?)
75 2
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H
Generally, in your classroom, who decides: f"* 2
»-• o
H- p 3-
r-* (/) n>
O- (/) H
32. What you can take home from school?
68 7 1
33 42 2
33. What kind of pictures you can draw
or paint? 75 1
60 1 14 2
34. When you can go to an Activity Center 69 6 1(.interest Center, lablej?
50 25 2
35. What you can write a story about? 75 1
28 32 15 2
36. When you can talk to your teacher
during the day? 75 1
48 27 2
37. When you can make something special?
(card, booklet, clay animal, etc.)
75 1
11 64 2
38. What desk or seat you can sit in? 74 1 1
75 2
59. When you can some into the room in the
morning? (Can child decide to come in
when he wants to? Is the door kept
locked?')
62 13 1
33 42 2
o
rt
(T>
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Generally, in your classroom, who decides: o n
H
fl)
P o3* t—
•
O rt
H- p 3*
>—
•
(/) (1) a
o. U)
40. If you can eat a snack in your room?
(cracker, cookie, milk) 60 15 1
31 44 2
41. What you will do in math each day? 33 39 3 1
^riciLii v-iditcx j ^L»3.ri cnxm diooisc or
decide or does teacher assign?)
5 70 2
42. When you can go to the toilet? 75 1
17 58 2
43. Whose job it is to water the plants
in your room?
40 2? 11 ? 1
29 46 2
44. When your work is finished? 60 15 1
48 27 2
45. The rules in your room? 1 51 16 7 1
3 70 2 2
46. When you can get a drink? 75 1
16 59 2
47. IVhen you can go to the playground? 1 74 1
62 13 2
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Generally, in your classroom, who decides:
n
H-
h-*
a
n
i—
•
p
w
w
H
n
P
o
S'
n
o
rf
S'
(D
i
48. How many students can work at an Acti-
vity Center fCorner. Table') at a timp? 19 33 22 1 1
(Are centers limited to 2 or 3 students
at a time? If so. who decides?') 30 45 2
49. When you’ve done enough reading for
the dav*^ 69 6 1
31 44 2
50. The plans or work for the class each
17 4 ?4 20 1
75 2
•
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TOTAL NUMBER OF TEACHER RESPONSES FOR EACH CATEGORY
IVHO DECIDES
Generally, in your classroom, who decides:
1 = Open Classroom
2 = Traditional Classroom n n
H
fl)
P oy »-• o r+
H- p cr D*
I—* (/) 0) CD
CL t/i •-<
1. How many pages or how much work to do
in math everyday? (Math activity 20 55 1
cards, etc.)
75 2
2. What story your teacher will read to
the class? 8 18 49 1
2 25 46 2 2
3. When you can tell something to the
whole class? 22 52 1 1
5 70 2
4. What things will be at the Science
Table (Center)? (plants, animals,
rocks, shells, bottles, etc.)
18 7 50 1
6 3 66 2
5. Wliere your class will go for a trip? 2 70 3 1
1 1 64 9 2
6. Who can help you with your work?
(Does teacher assign another child
or can child choose someone?)
58 16 1 1
4 70 1 2
7. hTiat kinds of things students can
bring to school? 55
11 9 1
24 28 23 2
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Generally, in your classroom, who decides: n o
H
n>
P O
k-• o r»
H* P p*
h-• (/) Q a
a- (/)
8. If you can work at the blackboard?
37 37 1 1
75 2
9. What activity Center (Corner, Table)
voii can cm
48 27 1
10 65 2
10. How far or how many pages to read
in your book? (during Reading
time)
52 22 1 1
75 2
11. When you can talk or whisper to a
friend in your room?
51 24 1
11 64 2
12. What to keep in your desk (drawer,
locker, cubbie)?
59 16 1
24 51 2
13. When recess time is over? 75 1
48 27 2
14. Wlien it's time to straighten-up
(clean-up time) the room?
75 1
1 1 71 2 2
15. How well you are doing in your work? 2 73 1
2 72 1 2
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H
Generally, in your classroom, who decides: ^ 2 %
H- to 3-
»—(/) (B
O. V)
16. \Vhen you can write a story or poem?
59 16 1
19 1 55 2
17. IVhen you can use the equipment in your
Tnnm*? ftar\e^ -P-ilTn 7 68 1
viewer, record player)
74 1 2
18. If you can work in another classroom
or part of the school? (gym,
cafeteria, playground)
74 1 1
1 69 5 2
19. When you can listen to music? 16 59 1
73 2 2
20. How the room is to be arranged?
(Are students involved in re-
arranging the room?)
2 4 69 1
74 1 2
21. Who erases the blackboards in your 44 30 1 1
room?
5 2 68 2
22. What pages in workbooks (activity- 53 42 1
cards) to do every day?
1 74 2
23. If your work is to be hung up or 33 1 41 1
displayed for others to see?
(painting, poem, story) 1 74 2
o
r+
3*
n
1
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Generally, in your classroom, who decides: n n
H
(D
P O
t—
•
o r+
CO y 3“
t/i (1> (6a (/) H
24. What to do when you come into the room
in the morning? (Are students free 50 25 1
to move about the room or are they to
report to an assigned seat or area?) 7 67 2
25. What things should be in your room?
1 2 68 4 1
72 3 2
26. When it's Reading time?
15 60
•
1
1 73 1 2
27. When you can sliarpen your pencil? 73 2 1
42 31 2 2
00 When you can paint or draw pcitures? 46 28 1 1
13 57 5 2
29. What book to read during Reading
time?
59 16 1
7 1 67 2
30. Where supplies are kept in your 3 1 71 1
room? (paste, scissors, paper,
etc.
)
1 74 2
31. When to do Math (Arithmetic, Number 41 34 1
Work?)
2 71 2
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H
Generally, in your classroom, who decides: 92^^
H- PJ 3- 3-
32. Wliat you can take home from school?
37 38 1
23 52 2
33. UTiat kind of pictures you can draw
or paint? in 5 1
35 2 36 2 2
34. When you can go to an Activity Center
48 27
•
1
^lIlLwIwoL V.rf^ilLv;r^ 1B.D1.6J;
13 61 1 2
35. What you can write a story about? 72 3 1
30 45 2
36. IVlien you can talk to your teacher
during the day? 65 10 1
30 45 2
37. When you can make something special?
(card, booklet, clay animal, etc.)
46 29 1
12 1 60 2 2
00to What desk or seat you can sit in? 73 2 1
5 70 2
39. Wlien you can some into the room in the 53 6 16 1
morning? (Can child decide to come in
when he wants to? Is the door kept
locXed-t) —
8 51 16 2
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Generally, in your classroom, who decides:
H
n n p O
sr t—
•
o
H- p y
»-• (/) o (D
D- (/)
40. If you can eat a snack in your room?
(cracker, cookie, milk) 23 48 4 1
2 72 1 2
41. What you will do in math each day?
PpTvhPT^ fCar\ pv 33 42 1
decide or does teacher assign?)
1 74 2
42. When you can go to the toilet?
75 1
6 1 68 2
43. Whose job it is to water the plants
in your room? 42 3 27 3
'
1
7 6 56 6 2
44. When your work is finished? 31 44 1
30 1 44 2
45. The rules in your room? 2 16 53 4 1
1 1 64 9 2
46. When you can get a drink? 72 3 1
4 71 2
47. When you can go to the playground? 74 1 1
1 59 15 2
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H
fl)
Generally, in your classroom, who decides: 92^^
H- p y y
48. How many students can work at an Acti-
vity Center (Corner, Table) at a time‘s 15 5 55 1
(Are centers limited to 2 or 3 students
at a time? If so, who decides?) 8 3 64 2
49. When you've done enough reading for
the day"^ 26 48 1 1
5 70 2
50. The plans or work for the class each 11 3 61 1
day?
75 2
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